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ABSTRACT
While trends in graduate training in school psychology indicate a movement
towards an increasing emphasis on consultation and decreasing emphasis on
assessment (Anton-LaHart & Rosenfield, 2004), there remains a gap between training
and practice for professional school psychologists (Harrison, et al., 2004). The present
study provided an examination of practitioner views for graduates of both specialist and
doctoral training programs from 2006 through 2011 at a single NASP-approved, NCATEaccredited university setting. The primary purpose of this study was to examine alumni
practitioners’ perspectives of the effectiveness of their coursework and fieldwork
experiences in preparing them for their professional roles as a school psychologist.
Practitioners found the most value in their coursework that provided practical skills and
training in application of theoretical concepts. Alumni ratings of fieldwork including the
practicum and internship experiences, yielded the highest means when compared to
ratings of other program components.
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CHAPTER ONE
INTRODUCTION
Background
School psychology has existed as a specialty within the field of psychology for
just over 100 years. The 1960’s saw significant growth in research and practice of school
psychology as a discipline. The National Association of School Psychologists (NASP) was
founded in 1969 with a membership of 856 psychologists dedicated to working with
students in schools (Fagan and Wise, 2007). By 2011, NASP has grown to a membership
of over 26,000 school psychology practitioners, students, university trainers, and
researchers across the United States and Canada. Illinois has had a rich history within
the development of school psychology as a profession; the first school-based
psychological clinic was opened within the Chicago Public Schools in 1899 and the first
recognized and organized doctoral program in school psychology opened in 1953 at the
University of Illinois (Fagan & Wise, 2007).
Since the 1960’s graduate training sites dedicated to preparing school
psychologists for professional practice have opened at universities across the United
States and the world, increasing from 32 programs in 1990 to 185 in 2011 (NASP, 2011).
Practitioners may find employment in a number of settings depending on their level of
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preparation and training, including public school districts, private or parochial schools,
community-based clinical settings, hospitals, or private clinics. Graduate students in
school psychology may obtain a Master’s, Specialist, or Doctoral degree although a
Specialist degree was identified as the minimum level of training required for national
certification by the certifying body, NASP, in the year 2000 (NASP, 2000). As of 1990,
85% of school psychologists responding to a national demographic study reported
having been trained at the specialist level or beyond, and the number has grown in the
past decade to just over 93% (Graden & Curtis, 1991; Worrell, Skaggs, & Brown, 2006).
As the field of school psychology has grown, researchers and university trainers
have refined the curricula and field experiences deemed necessary for preparation of
competent and skilled practitioners. National standards for training and practice were
disseminated by NASP in 1984, 2000, and 2010, and guidance documents referred to as
the Blueprints were published in 1984, 1997, and 2006. Since the early 1960’s, seven
journals dedicated to research and training in school psychology have been founded
(Fagan & Wise, 2007; NASP, 2010). Researchers and practitioners alike have noted a
need for a continued focus on the training and preparation of professional school
psychologists in order to continue to foster growth in the profession of school
psychology. It was stated at the 2002 Multisite Conference on the Future of School
Psychology, “Currently, and in the foreseeable future, we face a shortage of school
psychologists that threatens our capacity to meet the needs of children, families, and
schools. Furthermore, the needs and pressures facing children growing up in America
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today are greater than ever before in the history of our profession” (Harrison, et al.,
2004, p. 13). Given the consistent need for new, quality practitioners in school
psychology despite an overall declining job market, there may be increased interest in
graduate training in school psychology. Additionally, roles of practitioners continue to
change as expectations for psychologists to engage in data-based decision-making,
consultation, and responsive service delivery increase. Given these changes, there is a
clear need to continually examine the structure and framework of graduate training in
school psychology.
Statement of the Problem
While trends in graduate training in school psychology indicate a movement
towards an increasing emphasis on consultation and decreasing emphasis on
assessment (Anton-LaHart & Rosenfield, 2004), there remains a gap between training
and practice for professional school psychologists (Harrison, et al., 2004). Studies
examining the influence of graduate training on the roles of school psychologists have
largely focused on the volume of training rather than the perceived quality of training or
effectiveness of training in preparing trainees for professional practice (Brown, Swigart,
Bolen, Hall, & Webster, 1998; Costenbader and Swartz, 1992; Curtis, Grier, and Hunley,
2004; Curtis, Hunley, & Grier, 2002; Larson, 2008). Researchers who have examined
practitioners’ views of their graduate training have noted the aforementioned gap
between training program foci and areas of competency perceived as most useful or
necessary for day-to-day functioning in schools, such as consultation, intervention
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design and implementation, understanding of psychopharmacology, and supporting
systems change (Anton-LaHart & Rosenfield, 2004; Bradley-Johnson & Dean, 2000;
Curtis, 2000; Harrison, et al., 2004; Kratochwill & Shernoff, 2004; Meyers, 2002; and
Roberts, Floress, and Ellis, 2009). Finally, previous studies have noted a lack of research
examining the impact and effectiveness of fieldwork experiences such as practica and
internship in preparing practitioners for their professional roles (Larson, 2008).
Accrediting and credentialing bodies provide no shortage of guidance to trainers
on what standards and competencies should compose the framework of graduate
training. The 2000 and 2010 NASP Standards provide a list of requisite knowledge and
areas of competence for graduates to have upon completion of their program, when
seeking a national credential in school psychology, and when identifying areas for
continued professional development (NASP, 2000; NASP, 2010a; NASP, 2010b). In
addition, researchers from NASP task forces have provided visual models in each
Blueprint document depicting the recommended approach for practitioners to address
each area of competence in their professional practice (Ysseldyke, et al., 1997;
Ysseldyke, et al., 2006). While researchers have noted an increased focus on
performance-based rather than content-oriented standards over time, there is less
clarity as to how the professional standards and practice delivery models guide
professional practice. In fact, recent studies have questioned whether changes in
professional roles may be attributed to changes in national standards for training and
practice in school psychology at all (Larson & Choi, 2010). While this question remains,
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no studies to date have examined differences in the 2000 and 2010 NASP Standards and
any potential impact the most recent changes may have had on professional roles in
school psychology
In addition to aligning instruction and field experiences with these core areas of
knowledge and competence, training programs may endeavor to provide a unique
training experience by integrating recent trends in the field into curricula. For example,
programs may elect to offer coursework or experiences in a particular area of emphasis
such as counseling, consultation, designing and implementing evidence-based
interventions, supporting systems change, or social justice advocacy (Anton-LaHart &
Rosenfield, 2004; Kratochwill & Shernoff, 2004; Quallich, 2004; Shriberg, et al., 2008;
Swerdlik & French, 2000). Research described in the subsequent review reveals a need
for additional study on alumni practitioners’ views of the effectiveness of their training
in these areas and whether such areas of emphasis translate into changes in
professional roles or greater competence in the given area as compared to earlier
program graduates.
Purpose of the Study
A number of studies have examined the views of school psychology practitioners
regarding their graduate training (Daly, 2007; Graden, Christenson, Ysseldyke, & Myers,
1984; Guest, 2000; Larson, 2008; Meacham & Peckham, 1978; Nelson & Machek, 2007;
Woody & Davenport, 1998). The present study will enhance the body of research
available on graduate training in school psychology by providing alumni practitioners’
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perspectives of the effectiveness of their coursework and fieldwork experiences in
preparing them for their professional roles as a school psychologist, examining their
views of their professional roles within the primary domains of competence outlined by
the National Association of School Psychologists, and noting any differences between
perspectives of training for graduates of the doctoral and specialist degree programs at
a single university setting. As noted in the following review, examination of doctoral
and specialist level training is an area where updated research is especially needed.
Additionally, areas of particular program emphasis, such as coursework and field
experiences in social justice advocacy, will be examined to determine whether this
increased emphasis in program training has translated into any changes in perceived
knowledge or competence among program graduates.
Alumni practitioners who have earned either a specialist or doctoral degree in
school psychology from the same university in Illinois, completing their training between
2006 and 2011, will be surveyed to offer their perspectives of their graduate training.
Including respondents from both programs will help illuminate any differences in
perceived quality of training between the two levels of graduate preparation, including
differences in coursework and fieldwork requirements. Given recent changes in the
field, such as the newly created 2010 NASP Standards for Training and Practice, there is
a need for updated information about practitioners’ views of the degree to which their
training effectively prepared them for professional practice. Additionally, recent
changes in the field sparked by changes in state and federal legislation as well as school
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and district policies have impacted the role of school psychology practitioners. The
present study will enhance the body of literature by providing a view of training
program curricula over the course of these changes in the field as well as providing
current information to supplement the body of research on graduate training in school
psychology.

CHAPTER TWO
REVIEW OF THE LITERATURE
In order to provide adequate context for the present study, an examination of
research on graduate training in school psychology, including particular emphasis on
studies of graduate fieldwork and recent trends in training, will be provided. An
examination of the influence of professional bodies, policies, and standards on the
training and roles of school psychology practitioners will be discussed. Finally, previous
studies eliciting alumni practitioners’ perspectives of their graduate training will be
examined.
Graduate Training in School Psychology
Graduate training in school psychology has been influenced by a number of
factors including credentialing requirements, program approval and accreditation
guidelines, standards put forth by professional associations as well as by state
departments of education, state and federal legislation, educational reform initiatives,
and changes in the demographics and needs of society (Swerdlik & French, 2000). The
specific curricula which graduate programs use to prepare students for professional
practice may be most influenced by credentialing requirements for state practitioner
certification and requirements for certification as a Nationally Certified School
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Psychologist (NCSP). This may be especially true for programs culminating in a Master’s
or Education Specialist degree. Additionally, demands and expectations for
practitioners in schools as determined by federal and state legislation as well as
employer policies also impact course development at the graduate level. Accreditation
standards created by the American Psychological Association (APA), National
Association of School Psychologists (NASP), and National Council for Accreditation of
Teacher Education (NCATE) also influence course sequence planning, both at the
specialist and doctoral level. Additional factors influencing curricula for programs at the
doctoral level are the requirements for passing the Examination for Professional Practice
of Psychology (EPPP) and demands of doctoral-level practitioners, such as those in
university teaching and research settings (Swerdlik & French, 2000).
In the United States, school psychologists must have earned either a Master’s
Degree, usually an M.Ed. or M.S., or an Education Specialist degree, an Ed.S., (equivalent
to 60 graduate semester hours) in order to obtain state certification and seek
employment as a school psychologist in a public school district. The 2000 NASP
Standards for the Credentialing of School Psychologists established the minimum
requirement that practitioners obtain a Specialist-level (Ed.S.) degree in order to obtain
national certification as a credentialed school psychologist (NCSP) (National Association
of School Psychologists, 2000). A doctoral degree (Ph.D, Psy.D., or Ed.D.) is not required
for practice as a school psychologist in public or private schools but is needed to seek
employment in university teaching and research or clinical settings. A study conducted
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by Graden and Curtis (1991) indicated that in 1990, 85% of school psychologists
responding to a national demographic study reported having been trained at the
specialist level or beyond. The level of education attained by the respondents of
Bramlett, Murphy, Johnson, Wallingsford, and Hall’s (2002) survey indicated that 40%
held masters degrees, and the remaining 60% had been trained at the specialist or
doctoral levels. Worrell, Skaggs, and Brown (2006) surveyed randomly selected,
practicing school psychologists from the NASP membership database. Obtaining a 61%
response rate and a total of 308 usable surveys, the researchers found that 93% of
participants held at least a master’s degree plus 30 semester hours. Of these
individuals, 49% held either a specialist or doctoral degree (Worrell, Skaggs, & Brown,
2006). While early researchers predicted that the field of school psychology would be
dominated by practitioners with doctoral degrees in the 21 st century (Brown & Minke,
1986; Brown, 1989), more recent studies have shown that the specialist degree is the
most commonly obtained by entry-level practitioners (Miller, 2008). Miller (2008)
theorized that the increasing popularity of the specialist degree over the doctoral
degree is due to the shorter length of the program and inclusion of a paid internship
field experience during the third year of training.
Specialist and Doctoral Level Training Programs
As of April 2011, there were 185 NASP-approved graduate training programs
across the United States, including 121 specialist level programs and 64 doctoral level
programs (NASP, 2011). When school psychology training programs which are not

11

NASP-approved or accredited by NCATE are included the number exceeds 200 (Miller,
2008). Reschly and Wilson analyzed data for graduate training programs in 1997 and
found that 20% existed at universities regarded as research institutions (based on the
categorization system created by the Carnegie Foundation), another 20% were housed
at doctoral institutions, just over 50% existed at comprehensive institutions, and 3%
were found at liberal arts institutions (Reschly & Wilson, 1997). The authors noted that
just over 60% of programs offered a non-doctoral degree. This figure remains stable at
65% of graduate training programs offering master’s or specialist degrees in 2011
(NASP, 2011).
Brown and Minke (1986) examined differences in program content between
specialist and doctoral programs in school psychology, noting a large number of
curricular areas of similarity including intelligence assessment, learning problems
assessment, social problems assessment, general education, special education,
behavioral intervention, personality theory, history and systems of psychology,
developmental psychology, learning theory, neuropsychology, and abnormal psychology
(Brown & Minke, 1986). Many differences between the two types of programs were
also noted, with doctoral programs offering additional instruction in the areas of
quantitative methods, biological bases of behavior, cross-cultural psychology,
professional issues, school-based consultation, other types of consultation, social
psychology, psychotherapeutic intervention, program development, supervision,
administration, additional types of assessment, and electives or other areas of
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specialization unique to specific programs (Brown & Minke, 1986). Reschly and Wilson
(1997) noted that doctoral students were required to have completed a larger number
of hours of supervised field experience compared to non-doctoral graduate students
and doctoral students received fieldwork training in a wider variety of settings. The
authors also noted that specialist and doctoral programs provided a similar amount of
training for practice in school settings while doctoral programs provided greater
amounts of training for practice in non-school settings, mirroring the finding by the
same authors that doctoral practitioners were more likely than non-doctoral
practitioners to be employed in non-school settings, to be licensed for private practice,
and to earn a slightly higher income (Reschly & Wilson, 1997). Ratings by doctoral and
specialist practitioners on 112 items related to job satisfaction revealed significant
differences on only three items, all of which pertained to opportunities for
advancement or promotion. The authors concluded that there was substantial overlap
between the preparation and practice for both doctoral and non-doctoral level school
psychologists. A review of the available literature revealed a lack of studies comparing
content or frameworks for specialist and doctoral graduate training programs in school
psychology during the past decade.
There are a number of possible reasons for the lack of focus on differences
between training for specialist and doctoral level school psychologists. The adoption of
the specialist level degree as the entry-level degree for the profession has resulted in a
larger number of graduate programs providing a specialist degree as the only terminal
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degree or providing either a specialist or doctoral degree. As of April 2011, only 23 of
the 185 NASP-approved programs (12%) offered a doctoral degree as the sole terminal
degree of the school psychology training program (NASP, 2011). Graduate sites that
offer a specialist as well as a doctoral degree may choose to combine course offerings
for students in each degree program and require additional coursework in areas such as
research, writing for publication, and supervision for students completing the doctoral
degree. Increasing similarity between coursework for students in each type of training
program may have resulted in a reduced emphasis on differences between the
preparation for practitioners at each level. Additionally, as noted above, specialist level
practitioners are more likely to work in school settings while doctoral level practitioners
are more likely to work in non-school settings (Reschly & Wilson, 1997). This
phenomenon may perpetuate a view that any differences in graduate training that are
found may be attributed to the different roles and employment settings chosen by
practitioners at the specialist and doctoral level.
Influences on Graduate Training in School Psychology
As NASP and NCATE are the primary accrediting bodies for school psychology
graduate programs in the U.S., the NASP Standards for Training and Practice (NASP,
2010a; NASP, 2000) have become the driving force behind graduate program
development and reform. NASP recently released a revision to its standards for training
and practice in 2010, which go into full effect for graduate programs once the standards
are approved by NCATE and apply to graduates and practitioners seeking national

14

certification beginning in 2015 (NASP, 2010a). Until then, graduate programs as well as
practitioners are instructed to use the 2000 NASP Standards for training and
credentialing. The 2000 NASP Standards designate eleven domains for school
psychology training and practice.
Domain 1: Data-Based Decision-Making and Accountability
The data-based decision making and accountability domain requires that school
psychologists possess knowledge of and demonstrate competency in varied models and
methods of assessment that yield information useful in identifying strengths and needs,
in understanding problems and in measuring progress and accomplishments. School
psychologists use such models and methods as part of a systematic process to collect
data and other information, translate assessment results into empirically-based
decisions about service delivery and evaluate the outcomes of services. Data-based
decision-making permeates every aspect of professional practice (NASP, 2000).
Domain 2: Consultation and Collaboration
The consultation and collaboration domain requires that school psychologists
have knowledge of behavioral, mental health, collaborative and/or other consultation
models, and methods of their application to particular situations. School psychologists
collaborate effectively with others in planning and decision-making processes at the
individual, group and systems levels (NASP, 2000).
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Domain 3: Effective Instruction and Development of Cognitive/Academic Skills
The effective instruction and development of cognitive/academic skills domain
requires school psychologists to have knowledge of and demonstrate competency in
human learning processes, techniques to assess these processes, and direct and indirect
services applicable to the development of cognitive and academic skills. School
psychologists, in collaboration with others, develop appropriate cognitive and academic
goals for students with different abilities, disabilities, strengths and needs; implement
interventions to achieve those goals and evaluate the effectiveness of interventions.
Such interventions include, but are not limited to, instructional interventions and
consultation (NASP, 2000).
Domain 4: Socialization and Development of Life Skills
The socialization and development of life skills domain requires school
psychologists to have knowledge of and demonstrate competency in human
developmental processes, techniques to assess these processes, direct and indirect
services applicable to the development of behavioral, affective, adaptive, and social
skills. School psychologists, in collaboration with others, develop appropriate
behavioral, affective, adaptive, and social goals for students of varying abilities,
disabilities, strengths, and needs; implement interventions to achieve those goals and
evaluate the effectiveness of interventions. Such interventions include, but are not
limited to, consultation, behavioral assessment/intervention, and counseling (NASP,
2000).
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Domain 5: Student Diversity in Development and Learning
The student diversity in development and learning domains requires school
psychologists to have knowledge of and demonstrate competency in individual
differences, abilities, disabilities, and of the potential influence of biological, social,
cultural, ethnic, experiential, socioeconomic, gender-related, and linguistic factors in
development and learning. School psychologists demonstrate the sensitivity and skills
needed to work with individuals of diverse characteristics and to implement strategies
selected and/or adapted based on individual characteristics, strengths, and needs
(NASP, 2000).
Domain 6: School and Systems Organization, Policy Development, and Climate
The school and systems organization, policy development, and climate domain
requires school psychologists to have knowledge of general education, special
education, and other educational and related services. They understand schools and
other settings as systems. School psychologists work with individuals and groups to
facilitate policies and practices that create and maintain safe, supportive, and effective
learning environments for children and others (NASP, 2000).
Domain 7: Prevention, Crisis Intervention, and Mental Health
The prevention, crisis intervention, and mental health domain requires school
psychologists to have knowledge of and demonstrate competency in human
development and psychopathology and of associated biological, cultural, and social
influences on human behavior. School psychologists provide or contribute to prevention
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and intervention programs that promote the mental health and physical wellbeing of
students (NASP, 2000).
Domain 8: Home/School/Community Collaboration
The home/school/community collaboration domain requires school
psychologists to have knowledge of and demonstrate competency in family strengths
and influences on student development, learning, and behavior, and of methods to
involve families in education and service delivery. School psychologists work effectively
with families, educators, and others in the community to promote and provide
comprehensive services to children and families (NASP, 2000).
Domain 9: Research and Program Evaluation
The research and program evaluation domain requires school psychologists to
have knowledge of and demonstrate competency in research, statistics, and evaluation
methods. School psychologists evaluate research, translate research into practice, and
understand research design and statistics in sufficient depth to plan and conduct
investigations and program evaluations for improvement of services (NASP, 2000).
Domain 10: School Psychology Practice and Development
The school psychology practice and development domain requires school
psychologists to have knowledge of the history and foundations of their profession; of
various service models and methods; of public policy development applicable to services
to children and families; and of ethical, professional, and legal standards. School
psychologists practice in ways that are consistent with applicable standards, are
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involved in their profession, and have the knowledge and skills needed to acquire
career-long professional development (NASP, 2000).
Domain 11: Information Technology
Finally, the information technology domain requires school psychologists to have
knowledge of and demonstrate competence in information sources and technology
relevant to their work. School psychologists access, evaluate, and utilize information
sources and technology in ways that safeguard or enhance the quality of services (NASP,
2000). As described above, these eleven domains have provided a framework for
graduate training and professional practice in school psychology.
The 2010 NASP Standards provide the same guidance with updated
considerations for changes to the roles and expectations of school psychology
practitioners as well as educational reforms taking hold in schools across the U.S.
Incorporating recent trends in the expectations and roles for school psychology
practitioners, the 2010 revision to the NASP Standards include slight changes to the
previous set of standards. There are a few notable difference between the two sets of
standards, the first being the reduction of the core domains of competence from eleven
to ten and the re-structuring of the domains to differentiate between the knowledge
and the skills a practitioner is expected to achieve (NASP, 2010). Table 1 below
compares the 2000 and 2010 NASP Standards.
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Table 1. Comparison of 2000 and 2010 NASP Standards (NASP, 2000; NASP, 2010a)
2000 NASP Standards
2010 NASP Standards
________________________________________________________________________
Domain 1: Data-Based Decision-Making
Domain 1: Data-Based Decision
and Accountability
Making and Accountability
Domain 2: Consultation and Collaboration

Domain 2: Consultation and
Collaboration

Domain 3: Effective Instruction and
Development of Cognitive/Academic Skills

Domain 3: Interventions and
Instructional Support to Develop
Academic Skills

Domain 4: Socialization and Development
of Life Skills

Domain 4: Interventions and Mental
Health Services to Develop Social
and Life Skills

Domain 5: Student Diversity in Development
and Learning

Domain 5: School-wide Practices to
Promote Learning

Domain 6: School and Systems
Organization, Policy Development,
and Climate

Domain 6: Preventive and
Responsive Services

Domain 7: Prevention, Crisis Intervention,
and Mental Health

Domain 7: Family-School
Collaboration

Domain 8: Home/School/Community
and Collaboration

Domain 8: Diversity in Development
Learning

Domain 9: Research and Program Evaluation

Domain 9: Research and Program

Domain 10: School Psychology Practice
and Development

Domain 10: Legal, Ethical, and
Professional Practice

Domain 11: Information Technology
[No Domain 11]
________________________________________________________________________

20

In creating this slightly reduced number of standards, NASP altered phrasing for
some core areas of competency, combined some previously separate areas of
competence, deleted the separate domain for information technology, and created a
new domain for “preventive and responsive services.” In comparison to the 2000
revision, the first three domains listed above remain largely unchanged. The fourth
domain, “interventions and mental health services to develop social and life skills,”
combines two domains which were previously separated under the 2000 set of
standards into a “socialization and development of life skills” domain and a “prevention,
crisis intervention, and mental health” domain (NASP, 2000; NASP, 2010a). The 2000
domain entitled “school and systems organization, policy development, and climate”
was revised to “school-wide practices to promote learning” although the content of this
domain remains largely unchanged. The added “preventive and responsive services”
domain encompasses knowledge of resilience and risk factors in learning and mental
health, practices to support multi-tiered prevention, as well as evidence-based
strategies for effective crisis response. Psychologists are charged with achieving the
skills to promote learning, mental health, safety, and physical well-being through
protective and adaptive factors and to implement effective crisis preparation, response,
and recovery efforts (NASP, 2010a). While this domain incorporates aspects of the
previous domain “prevention, crisis intervention, and mental health,” it includes an
expanded role to encompass services to address learning needs as well, and to function
within a multi-tiered approach to service delivery and prevention. Domains related to
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home-school collaboration, student diversity in development and learning, research and
program evaluation, and legal, ethical, and professional practice remained unchanged
from the 2000 to 2010 revision (NASP, 2000; NASP, 2010a). Some notable changes from
the 2000 to 2010 NASP Standards include the deletion of a dedicated standard for
information technology in favor of infused aspects of technological expertise among all
of the remaining ten standards. In addition, the 2010 revision includes an increased
focus on intervention design and implementation in academic as well as mental health
areas (NASP, 2010a; NASP, 2010b). Standards addressing systems-wide service delivery
using a preventive and responsive approach receive greater emphasis in the 2010
standards than they did in the 2000 revision. In order to relate the newly defined areas
of competence to one another, the model of comprehensive and integrated services by
school psychologists, depicted below in Figure 1, was included in the 2010 NASP
Standards.
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Figure 1. The 2010 Model of Comprehensive and Integrated Services by School
Psychologists (NASP, 2010a).
In addition to the influence of the NASP Standards, training in school psychology
has also been guided by a series of documents referred to as the Blueprints. For over 20
years, the three Blueprint documents have identified key domains for expertise as well
as competencies of training and experience which graduate programs and
practica/internship placements must provide in order to produce competent
professionals in school psychology (Ysseldyke, Reynolds, & Weinberg, 1989; Ysseldyke,
Dawson, Lehr, Reschly, Reynolds, & Telzrow, 1997; Ysseldyke, et al., 2006; Ysseldyke,
Burns, and Rosenfield, 2009). The first two Blueprints helped to create a set of
standards for training programs to follow as well as a national certification in school
psychology (Telzrow, Ysseldyke, and Burns, 2006).
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A stated purpose of the most recent document, School Psychology: A Blueprint
for Training and Practice III (Ysseldyke et al., 2006), was to address perceived
shortcomings of Blueprint II (Ysseldyke, et al., 1997) while still maintaining the overall
elements of training and practice in school psychology as outlined in the earlier
document. In Blueprint III, the authors note that the domains of training and practice
outlined in the Blueprint II created concern in the school psychological community that
specialist programs could adequately ensure the mastery of the diverse and allencompassing domains of competence listed in the Blueprint II in 2 to 3 years of
graduate coursework and field experience training (Larson, 2008). In order to address
this, the authors of Blueprint III viewed competency on a continuum of skill
development from novice to expert rather than espousing the expectation that all
practitioners will be leaders across all areas of competency and expertise (Ysseldyke, et
al., 2006). Graduate training programs are expected to help students achieve a novice
level in all domains by the time they complete their coursework and to achieve a
competent level of functioning by the conclusion of their internship experience. The
authors note that achieving an expert level of school psychological practice will be
achieved only in some domains and only after some post-graduate experience. Another
limitation of Blueprint II addressed by the Blueprint III authors is the addition of a
coherent system of integration among the domains of competence (Ysseldyke et al.,
2006). Figure 2 below depicts the model for training and practice outlined in Blueprint
III (Ysseldyke, et al., 2006).
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Figure 2: The Blueprint III Model for Training and Practice in School Psychology
(Ysseldyke, et al., 2006)
As noted in Blueprint III and depicted in Figure 2 above, the domains of competence are
embedded within an integrated model of effective practice in school psychology,
including the critical outcomes for clients such as students, families, and school systems
(Ysseldyke, et al., 2006).
Whereas the Blueprint II included ten domains of competence and leadership for
school psychologists, Blueprint III focuses on eight core competencies. Psychologists are
expected to develop expertise and competency in all areas in order to help clients and
students achieve the critical outcomes discussed above (Ysseldyke, et al., 2006). The
first four domains form the foundation of training as well as all aspects of professional
practice and include interpersonal and collaborative skills, awareness of diversity,
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sensitive service delivery, application of technological knowledge, and professional,
legal, ethical, and social responsibilities. These domains are described in more detail
below.
Interpersonal and Collaborative Skills Domain
The interpersonal and collaborative skill domain involves utilizing interpersonal
and collaborative skills in order to work constructively and collaboratively with diverse
individuals and agencies. Training programs should seek to admit students with the
ability to listen, adapt, embrace ambiguity, and be patient in difficult situations in order
to facilitate the realization of this domain in practitioners in the field (Ysseldyke et al.,
2006).
Diversity Awareness and Sensitive Service Delivery Domain
The diversity awareness and sensitive service delivery domain outlined in
Blueprint III (Ysseldyke et al., 2006) advocates for a broader view of diversity than was
outlined in Blueprint II (Ysseldyke et al., 1997). In the most recent document, the
authors conceptualize diversity as differences in student development and learning.
While Blueprint II recognized the need for awareness of and sensitivity to the racial,
cultural, ethnic, experiential, and linguistic backgrounds of students, the primary focus
was on acknowledging differences rather than providing services that were truly
responsive to the needs of diverse populations (Larson, 2008). Therefore, in Blueprint III
emphasis is placed on a school psychologist's ability to recognize when, where, and how
issues of diversity manifest and operate within a school culture rather than the
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practitioner’s degree of sensitivity to or level of knowledge about given races,
ethnicities, or cultures. School psychologists are expected to use their knowledge of
diversity to help schools embrace and address diversity issues effectively at all levels
(Ysseldyke, et al., 2006).
Technological Applications Domain
The technological applications domain requires the integration of technology
into every aspect of school psychology practice. The evolution of the internet, email and
other communication technologies, prevalence of laptop computers, and software for
almost any application all necessitate that school psychologists be competent in using
current technology in the delivery of service. Because technology has become so
embedded in the fabric of everyday life it is likely that today's graduate students in
school psychology possess considerably stronger skills in this area as compared to
students from previous decades. Much as with interpersonal skills and diversity,
technological competence cuts across all aspects of school psychology practice and
helps to support all other domains (Ysseldyke, et al., 2006).
Professional, Legal, Ethical, and Social Responsibility Domain
The professional, legal, ethical, and social responsibility domain requires that
school psychologists be prepared to practice in ways that meet all appropriate
professional and legal standards in order to enhance the quality of services and protect
the rights of all parties. This includes adhering to due process guidelines in all decisions
affecting students; maintaining accepted professional and ethical standards in
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assessment, consultation, and general professional practice; and fulfilling all legal
requirements, including those in response to legislative and judicial decisions (Ysseldyke
et al., 2006).
The next four domains outlined in Blueprint III represent functional
competencies that describe the processes and contexts through which school
psychologists deliver services to various clients and include data-based decision making,
systems-based service delivery, enhancing the development of cognitive and academic
skills, and enhancing the development of wellness, social skills, mental health, and life
competencies (Ysseldyke, et al., 2006). Each of these domains is described in more
detail below.
Data-Based Decision-Making and Accountability Domain
Although the data-based decision making and accountability domain was
addressed in Blueprint II, it was viewed as one of the organizing themes for school
psychology training and practice whereas its role was changed in Blueprint III to be
conceptualized as the processes and contexts in which school psychologists organize,
analyze, and use information. The Blueprint III’s data-based decision making and
accountability domain requires school psychologists to be good problem solvers who
collect information that is relevant for understanding problems, making decisions about
appropriate interventions, assessing educational outcomes, and helping others become
accountable for the decisions they make (Ysseldyke, et al., 2006). Although school
psychologists have historically been responsible for collecting considerable student
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data, their focus should not remain solely at the individual student level. Training in
research methods, statistics, and program evaluation enables them to gather data about
school systems, programs, and classroom environments as well. School psychologists
should be well versed in a variety of assessment and evaluation methods. These include
the use of observation, interviews, standardized norm-referenced tests, functional
behavioral assessment, curriculum-based assessment/measurement/evaluation,
ecological or environmental assessment, technology-enhanced assessment, and
progress monitoring. Regardless of the particular assessment method used, the
purpose of assessment remains clear. The purpose of assessment is to define problems
as well as areas of student strength and needs, to estimate current functioning, to link
results to the development of effective interventions, and to evaluate outcomes and
inform future intervention decisions (Ysseldyke, et al., 2006). Simply put, all assessment
activities should relate to prevention and intervention efforts.
Systems-Based Service Delivery Domain
The systems-based service delivery domain is new to Blueprint III but its essence
was captured in the Blueprint II domains relating to home/school/community
collaboration and structure, organization, and climate. Along with the data-based
decision making domain, this domain describes the way in which problems are
evaluated and conceptualized by school psychologists espousing the Blueprint III model
of service delivery (Ysseldyke, et al., 2006). School psychologists can no longer focus
exclusively on intervening at the individual student level if they hope to enhance
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outcomes and build the capacity of systems. As stated by the authors, the learning
problems of students do not belong to students alone but to the systems charged with
helping them succeed and preventing failure (Ysseldyke, et al., 2006). Schools must be
viewed as systems whose many components affect learning and development in diverse
and complex ways. School psychologists must understand how systems work, but even
more, they need to know how they can use this knowledge to help organize schools and
classrooms in ways that promote learning and prevent problems. Within a three-tiered
service delivery model school psychologists should be able to design instruction and
instructional interventions, problem-solving teams, programs to train paraprofessionals,
school policies for such issues as discipline and grading, communication and referral
systems, and crisis prevention and intervention programs (Ysseldyke, et al., 2006).
Enhancing the Development of Cognitive and Academic Skills Domain
The third functional competency domain included in Blueprint III describes the
need for psychologists to enhance the development of cognitive and academic skills by
using data-based decision making and systems-based service delivery to build and
maintain the capacity of systems and improve competencies for all children (Ysseldyke,
et al., 2006). School psychologists can help schools develop challenging but achievable
cognitive and academic goals for all students and take into account the need to adjust
expectations for individual students. Additionally, practitioners should implement
alternative ways to monitor or assess individual student progress toward goal or
standards accomplishment. Given their unique expertise, school psychologists can
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apply learning theories and cognitive strategies to the instructional process. Because
they are familiar with empirically supported components of effective instruction and
alternative instructional methodologies they are in a position to work with others to
improve instruction, enhance achievement, and develop attention, problem-solving,
and study skills in all students (Ysseldyke, et al., 2006).
Enhancing the Development of Wellness, Social Skills, Mental Health, and Life
Competencies Domain
The enhancing the development of wellness, social skills, mental health, and life
competencies domain requires school psychologists to recognize that effective learning
is significantly influenced by factors beyond classroom instruction and curricula
(Ysseldyke, et al., 2006). Unless students' general health and welfare are adequately
addressed, optimal learning cannot occur. Schools must attend to the physical health,
mental health, and welfare of students in order to ensure effective academic and social
development. Finally, school psychologists need to know how to work with school
personnel, students, parents, and community members and agencies in the prevention
and aftermath of crises such as suicide, death of students or staff, natural disasters,
murder, bombs or bomb threats, extraordinary violence, terrorism, and sexual assault or
harassment (Ysseldyke, et al., 2006). While they are not expected to be experts in every
area, school psychologists should have basic competency in a broad array of crisis
situations, know how to access resources to address these issues, and understand how
to work with others to bring effective services to students and school staff. The authors
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note that this domain encompasses not only health and wellness, but social skills and
life skills as well. School psychologists should help schools develop challenging but
achievable behavioral, affective, and adaptive goals for all students (Ysseldyke, et al.,
2006).
The eight domains of school psychology practice described in Blueprint III
(Ysseldyke, et al., 2006) represent the most current and progressive areas of training
and role function for school psychologists since the beginning of the 21st century. They
are not simply a laundry list of required areas of training and practice. Instead they work
in concert in order to achieve the critical outcomes of improving student competence
and building systems capacity. The first four domains of competence form the
foundation for training and practice in school psychology. These domains permeate all
areas of practice for every school psychologist and are the foundations on which the
other domains depend. The final four domains represent functional competencies that
describe the processes and contexts through which the work of school psychologists is
carried out. Taken together, school psychologists espousing this model of service
delivery and working to achieve expertise in each of these eight areas will positively
impact critical outcomes for the students, families, schools, and communities which
they serve.
Relationship Between NASP Standards and Blueprint Documents
As can be seen from the descriptions above, there is substantial cross-over
among the NASP Standards and Domains included in the Blueprint documents. There
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are only subtle differences in the model for training and practice espoused by NASP and
the version included in Blueprint III. As both the NASP Standards and Blueprint
documents were created and published by NASP, the documents are extremely
entwined and intended to build off one another. Created by a NASP Task Force and
published in 1997, the domains for training and practice included in the Blueprint II
arrived first on the scene. As a result of the recommendations and guidelines of
Blueprint II, NASP revised and published its’ combined Standards for Training and Field
Placement Programs in School Psychology and Standards for the Credentialing of School
Psychologists (NASP, 2000). Using the same approach, NASP once again commissioned
a task force of leading members within the field to form another Task Force to research
and create Blueprint III. As described by the NASP President at the time of its writing,
Bill Pfohl, Blueprint III was intended to provide a vision for future discussion of the field
of school psychology which was based on input from NASP members, trainers, and other
leading school psychology organizations (Ysseldyke, et al., 2006). After four years of
discussion and review, the 2010 NASP Standards were created, using the guidelines of
Blueprint III as a guiding framework.
Building from the research, discussion, and recommendations of the Blueprint
task forces, the 2000 and 2010 NASP Standards are the policy statements of the primary
accrediting body and professional organization for the field of school psychology. NASP
describes its aim as providing a unified set of national principles to guide graduate
education, credentialing, professional practice and services, and ethical behavior of
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effective school psychologists (NASP, 2010b). To this end, the NASP Standards for
Graduate Preparation of School Psychologists are accompanied by additional documents
including the NASP Standards for Credentialing of School Psychologists, NASP Principles
for Professional Ethics, and the NASP Model for Comprehensive and Integrated School
Psychological Services (NASP, 2010a; NASP, 2010b). While each document is intended
for a slightly different audience and purpose, the language of the 2010 standards
revision is identical and included within each. Therefore, the 2010 NASP Standards will
serve as the primary guidelines for school psychology training programs seeking to
achieve and maintain accreditation, for students seeking credentials as professional
school psychologists, and for practitioners seeking continued certification and guidance
for effective and comprehensive professional practice for the coming decades.
Fieldwork in Graduate Training
The fieldwork requirements for school psychology graduate students in a NASPapproved or NASP-modeled program are substantial: 400 hours of practica are required,
followed by the capstone internship experience that must be at least 1200 hours long
over a period of one or two years. While graduate training in school psychology is
comprised of both coursework and fieldwork requirements, there is a clear imbalance in
the literature between the two areas of pre-service training. Much less research has
focused on the impact of practica and internship experiences on the training of school
psychologists or on the roles that graduates take on as practitioners than research
examining other aspects of training such as coursework. This is troubling given that a
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number of studies have shown the critical role which applied practice plays in
developing graduate students’ skills in key areas such as consultation and intervention
design (Hellkamp, Zins, Ferguson, & Hodge, 1998; Shapiro, 1991; Tarquin & Truscott,
2006). Additionally, Conoley and Gutkin (1995) found that differences between
instruction in university courses in school psychology and instruction from field
supervisors during practica and internship engenders a gap between training and
professional practice as well as perpetuates the use of more traditional service delivery
models. Therefore, it is important to examine both aspects of pre-service training in
school psychology (Eshel & Koriat, 2001).
The paucity of research concerning field-based training of school psychologists
has resulted in a lack of systematic approaches to teaching applied school psychology
skills (Alpert & Tafique, 2002; Rosenfield, 2002). Alpert and Taufique (2002) found that
field placements for graduate students are often based on pragmatic or organizational
considerations rather than strategic or educational ones and the majority of time in
fieldwork tends to be devoted to traditional assessment. Tarquin and Truscott (2006)
surveyed current practicum students and found that assessment tended to be the
primary focus of their fieldwork with relatively little emphasis on counseling or
consultation. Similarly, Ward’s (2001) survey of intern supervisors revealed that the
supervisors spent most of their time with interns providing feedback about individual
child evaluations and in reviewing report writing.
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There is some evidence, however, that aspects of field-based training can lead to
changes in practitioner roles. Luellen (2000) surveyed recent graduates from NASPapproved graduate training programs and found a significant correlation of .65 between
graduates’ internship consultation experiences and self-rated consultation skills as
practitioners. While Luellen’s (2000) results suggest that field experiences have the
potential to affect the eventual roles of school psychologists, findings from this study
may not represent the population of school psychologists as a whole given modest
response rates. While practica and internship field experiences are a crucial part of the
training experience for practitioners, there remains a lack of empirical data concerning
the contribution of field experiences to the preparation of school psychologists.
Given the paucity of empirical research concerning field placements and training
in general in school psychology, authors have offered opinions and recommendations
for change. For example, it has been recommended that trainers should build
collaborative relationships with school districts and state organizations (Harrison, et al.,
2004) or other related professionals to ensure access to quality training environments
where students can effectively partner with teachers, administrators, and other
professionals to learn to effect systems change (Sheridan & Gutkin, 2000). In short,
there is a growing call for programs to increasingly control field-based training
opportunities, including offering an additional credential offered by NASP for
supervisors of interns (Swerdlik & French, 2000).
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Recent Trends in Graduate Training
Studies have shown that training programs in school psychology tend to retain a
primary emphasis on assessment despite efforts to broaden the role of school
psychologists (Shapiro, 1991). For example, Quallich (2004) conducted a single-state
survey of practitioners, asking participants to identify the primary emphasis of their
graduate training program as either assessment, consultation, direct intervention, or
research. Although the author found no relationship between program orientation and
time spent in assessment, 70% of the sample indicated that their training program’s
primary emphasis was on assessment. This lack of variability in the independent variable
may have constrained the likelihood of any possible relationship being detected.
Swerdlik and French (2000) noted that school psychology training programs will
continue to need to include instruction related to assessment, consultation,
intervention and evaluation of intervention effectiveness but that the changing
demographics in the United States may create a greater emphasis within training
programs centered on sensitivity, knowledge and assessment skill in relation to
multicultural issues. Swerdlik & French suggest that while specialist-level training
programs will likely continue to focus on more traditional "assess and place" school
psychological roles, doctoral programs may be able to incorporate subspecialties or
special proficiencies that lend them to more contemporary school psychological roles
(Swerdlik & French, 2000). A number of researchers have pointed to the need for
training programs to research, use, and train school psychologists in the practice of

37

progressive roles (Bradley-Johnson & Dean, 2000; Curtis, 2000; Harrison, et al., 2004;
Kratochwill & Stoiber, 2000; Swerdlik & French, 2000; Ysseldyke et. al, 1997). Some
examples of such progressive roles include translation of assessment results into more
effective empirically supported interventions for social-emotional and academic issues,
linking assessment with intervention, indirect service delivery through consultation,
research, program development, and in-service training, facilitating systems-level
change, and instruction in the use of progressive assessment techniques as well as
practice using such progressive techniques during practicum experiences in order to
model progressive new roles for practicum site supervisors who may not have had preservice training in these roles and functions. In order for change to occur in the role of
school psychology practitioners, training programs will need to continue and increase
their efforts to train students in, and to advocate for, progressive roles for school
psychologists.
Based on the 2000 NASP Standards, all specialist programs that wish to be NASP
approved must include at least 60 graduate semester hours of coursework and doctoral
programs must offer at least 90 graduate semester hours of instruction. This represents
an increase of 6 graduate semester hours of coursework for doctoral programs from
requirements under the 1984 NASP Standards (NASP, 2000). As discussed previously,
the NASP Standards for Training and Practice have increased their emphasis on
progressive roles for school psychologists with the 2000 and 2010 revisions. The
number of NASP-approved training programs that necessarily address the content and
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skills required for NASP accreditation increased from 32 programs in 1990 to 185 in
2011 (NASP, 2011). This more than five-fold increase in two decades may indicate a
growing popularity of the field of school psychology and an answer to the calls by
researchers for training programs to address the shortage of practitioners in the field
(Harrison, et al., 2004).
Other researchers have echoed this movement to expand roles and functions for
school psychology practitioners, and thereby have charged graduate training programs
with incorporating these ideas into their curricula and fieldwork. Kratochwill and
Shernoff (2004) examined trends in evidence-based practice and the use of evidencebased interventions by school psychologists. The authors noted that the Task Force on
Evidence-Based Interventions in School Psychology indicated the need for graduate
training programs to include instruction in implementation of evidence-based
interventions as part of the core sequence of training courses and field experiences
(Kratochwill & Shernoff, 2004). Meyers (2002) reflected on a 30-year career of training
school psychologists to provide consultation services. Training, as suggested by Meyers,
should focus on child-centered consultation, consultee-centered consultation,
organizational consultation, and prevention of learning and adjustment problems
(2002). Anton-LaHart and Rosenfield (2004) also examined the role of consultation in
training programs for school psychology, noting an increasing emphasis on consultation
for both doctoral and non-doctoral programs. The authors provided suggestions for
supervision related specifically to consultation to be incorporated into training
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experiences, such as tape recording and bi-weekly or weekly regular supervision or
individualized supervision of consultation skill development (Anton-LaHart & Rosenfield,
2004). Johnson, Stewart, Brabeck, Huber, and Rubin (2004) examined the use of
interprofessional collaboration among practitioners in professional psychology and
other health care professions during client consultation and treatment. The authors
indicated that doctoral programs in the areas of clinical, counseling, and school
psychology should consider use of interprofessional collaboration in training and
preparing graduate students for professional practice. Roberts, Floress, and Ellis (2009)
note that many school psychology graduate training programs do not offer formal
training in psychopharmacology. The authors cite standards from the APA and NASP
which outline training expectations in this area for professionals in psychology. A
behavioral consultation approach is recommended by the authors as an approach for
practitioners to use in evaluating the effectiveness of medications for clients (Roberts,
Floress, & Ellis, 2009).
In addition to calls for greater emphasis on consultation, collaboration, and
consultation within training programs, researchers have increasingly recommended
inclusion of coursework and field experience training to build students’ awareness,
knowledge, and competence in the areas of diversity and social justice. In order to
accomplish this, Shriberg, Bonner, Sarr, Walker, Hyland, and Chester (2008) noted the
need for the recruitment and retention of school psychologists of diverse backgrounds.
In addition, the authors note the need for training to support development of
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professionals who espouse a systems-level approach to question institutional power,
find ways to advocate with and on behalf of others, and reallocate resources (Shriberg,
et al., 2008). Rogers and O’Bryon (2008) echo this call for training programs to educate
and train future practitioners to advocate for social justice and suggest that researchers
as well as practitioners will come to view advocacy not as a professional role or
responsibility but as a personal responsibility. To guide trainers and practitioners in this
process, the authors point to a set of advocacy competencies endorsed by the American
Counseling Association (ACA) which delineate specific activities school personnel may
engage in to serve as effective advocates for social justice in schools (Ratts, DeKruyf, and
Chen-Hayes, 2007).
The ACA advocacy competencies include three levels of advocacy: client/student
advocacy, school/ community advocacy, and the public arena level of advocacy. Each
level of advocacy includes two domains and a number of specific competency areas.
Within the client/student level are the client/student empowerment domain and the
client/student advocacy domain. Some of the specific competencies within this level of
advocacy are identifying strengths and resources of the student, providing training in
self-advocacy skills, and assisting students with carrying out self-advocacy action plans
(Lewis, Arnold, House, and Toporek, 2002). Within the school/community level is
contained the community collaboration domain as well as the systems advocacy
domain. Competencies in this area for professionals to master include identifying
environmental factors that impinge on students’ development, collaborating with
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community or school groups who have common concerns related to the issue, and
analyzing sources of political and social power within a system such as a school or
district. Finally, the public arena includes the public information as well as social and
political advocacy domains. Counselors and professionals who are competent in this
area of advocacy are able to prepare written and multimedia materials that provide
clear explanations of the role of specific environmental factors in human development,
distinguish those problems that can best be resolved through social or political action,
and are able to identify the appropriate mechanisms and avenues for addressing these
problems (Lewis, Arnold, House, and Toporek, 2002). The advocacy competencies put
forth by the ACA provide a specific context for social justice advocacy within counseling
and systemic change. As such, they can provide a useful framework for examining social
justice competency among school psychology practitioners. The recent trends and
changes to graduate training described here necessitate an updated examination of the
effectiveness of graduate training in preparing professionals for practice in school
psychology.
Role of School Psychology Practitioners
The role of school psychology practitioners is primarily influenced by legislative
and policy mandates, as found by Sheridan and Gutkin (2000). The authors note that
many school psychologists are required to perform traditional testing and placement
roles due to the local interpretation of legislation at the national level. They also note
that due to this reality some school psychologists are mandated by local policy or by law
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to address referrals with traditional standardized, norm-referenced cognitive
assessment measures rather than alternative assessment methods such as curriculum
based measures, criterion-referenced assessments, or observations of student
functioning. The Individuals with Disabilities Education Improvement Act of 2004 (IDEIA
2004) explicitly allows evaluation teams to use classroom-based assessments and
teacher as well as related service providers’ observations in determining eligibility.
Teams may review existing data and determine what, if any, additional data is needed in
order to determine eligibility for special education [20 USC § 614(c)(1)(A)(B)]. As these
changes have taken hold, many districts’ policies have shifted to reduce emphasis on
traditional assessment procedures in favor of alternative assessment measures that may
be more closely tied to classroom learning. This shift in legislation and policy mandates
has constituted an important and recent change in the role of school psychologists.
Special education legislation has established a strong tie between the role of
school psychologists and special education programs. Legal mandates ensuring access
to appropriate educational services for children identified as having a disability further
influence the practice of school psychology (Sheridan & Gutkin, 2000). Reschly (2000)
echoes the influence of special education legislation on the role of psychologists and
additionally points out the influence of school funding mechanisms in determining how
psychologists are directed to utilize their time. The legally mandated roles of
assessment, evaluation, and consultation in planning individualized educational
programming as part of special education eligibility determinations provide, at least to
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some extent, fiscal support for the employment of school psychologists in nearly every
state (Reschly, 2000).
The IDEIA 2004 reauthorization defines psychological services as follows:
administering psychological and educational tests, and other assessment procedures;
interpreting assessment results; obtaining, integrating, and interpreting information
about child behavior and conditions relating to learning; consulting with other staff
members in planning school programs to meet the special educational needs of children
as indicated by psychological tests, interviews, direct observation, and behavioral
evaluations; planning and managing a program of psychological services, including
psychological counseling for children and parents; and assisting in developing positive
behavioral intervention strategies (§ 34 CFR 300.34.c.10). In comparison to definitions
of psychological services included in earlier special education law, such as the Education
for all Handicapped Children Act (Public Law 94-142), IDEIA 2004 expands the role in
particular within the areas of consultation and involvement in academic and behavioral
intervention planning (20 U.S.C. § 1400 et seq). Additionally, IDEIA 2004 revises
previous regulations regarding procedures for evaluating children suspected of having
specific learning disabilities, decreasing emphasis on the use of cognitive assessment
and an ability-achievement discrepancy model, preferring instead the use of functional
assessment and a problem-solving approach to guide intervention planning. IDEIA 2004
encourages the use of a Response to Intervention (RtI) approach to see if students
suspected of a learning disability respond to scientific, research-based intervention as
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part of the evaluation procedures, supporting use of alternative assessments as part of
evaluations, such as curriculum-based measures. The use of the Rtl model allows for
newer and more progressive roles for school psychologists involving consultation and
problem-solving with educators and intervention development that will document a
response to research-based, empirically validated interventions executed with fidelity
(Donovan and Cross, 2002).
While use of an RtI model as part of special education evaluation allows for more
progressive roles for school psychologists, assessment remains the core of the
psychologist’s role, given the emphasis of assessment and data-based decision making
inherent in RtI. Batsche, Elliott, Graden, Grimes, Kovaleski, Prasse, Reschly, Schrag, and
Tilly (2006) compare and contrast the special education determination process for
students with learning disabilities under the "assess and place" model and the Rtl
model, noting that disability criteria were primarily based on the presence of an abilityachievement discrepancy and consideration of exclusionary factors under the assess and
place model. Under the Rtl model Batsche, et al. state that a significant difference in
performance compared to peers, low rate of progress in spite of the use of high-quality
research-based interventions, need for special education and exclusionary factors form
the basis for learning disability determination (Batsche, et al., 2006). Whereas the types
of assessments used in the assess and place model included global ability and
achievement tests that were typically nationally normed, assessments under an RtI
approach are usually specific and direct measures of skills needed for success in the
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classroom and are typically based on regional, district, school, or classroom norms. The
use of nationally-normed assessments is done sparingly in an Rtl model (Batsche, et al.,
2006). Additionally, under an Rtl model assessments are typically administered over
time in a progress-monitoring methodology to assess very specific skills that are
considered to be closely related to classroom performance and the general curriculum
(e.g. phonemic awareness, reading fluency, math computation). Under assess and place
approaches, assessments are typically administered in one or two sittings and focus on
measuring constructs such as IQ, visual-motor integration, and information processing
believed to have an indirect or general relationship with classroom performance and the
general curriculum (Batsche, et al., 2006; Larson, 2008). The use of assess and place
model or an RtI model drives assessment practices for most special education services
and therefore impacts the role and function of school psychologists in relation to the
assessment of specific learning disabilities, and increasingly, other areas of potential
disability as well.
In fact, Zirkel (2011) found that nine states expressly included RtI approaches as
part of the eligibility decision-making process for special education classifications
beyond specific learning disability. Going the farthest in support of RtI, Louisiana
mandates that a RtI approach be used not only for instances where a specific learning
disability is suspected, but also in cases where autism, developmental disabilities,
emotional disturbance, intellectual disabilities, other health impairments (which
includes Attention Deficit Hyperactivity Disorder), and orthopedic impairments (Zirkel,
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2011). In Florida, speech and language impairments are required to be identified using
an RtI approach, and in a number of states’ guidelines, it is noted that scientifically
research-based interventions can benefit students with a variety of disabilities, not just
learning disabilities. While these changes to state policies for special education
evaluation may continue to expand as research on the use of an RtI approach with a
wider variety of students also expands. However, use of RtI beyond students suspected
of having a specific learning disability is not yet widespread enough to indicate a larger
trend, and psychologists in most states will continue to be required to use more
traditional assessment models for evaluation of eligibility for special education in most
areas of potential disability. The degree to which practitioners use scientifically
research-based interventions or an RtI model for assessment of special education
eligibility for various areas of disability will be examined in the present study as a
measure of current practices in the field.
Another of the most influential acts of legislation in terms of its influence on the
role and function of school psychologists was Public Law 107-110, the No Child Left
Behind Act of 2001 (NCLB) (20 U.S.C. § 6301 et seq.). NCLB reauthorized the Elementary
and Secondary Education Act (ESEA) of 1965, incorporating principles and strategies
relating to increased accountability for states, school districts, and schools; greater
choice for parents and students, particularly those attending low performing schools;
more flexibility for states and local educational agencies in the use of federal education
dollars; and a stronger emphasis on reading, especially for young children (U.S.
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Department of Education, 2002). School psychologists are in a position to help schools
achieve adequate yearly progress as required by NCLB by reducing the emotional,
behavioral, and academic barriers that interfere with students’ success at school. Huff
(2004) states that school psychologists are often the first resource for schools and
families who are seeking services to treat mental health problems that are barriers to
learning. Given this link between mental health and academic performance, school
psychologists are in the logical position as the most qualified member of the school staff
to assist in achieving the objective of adequate yearly progress from a mental health
perspective (Larson, 2008). Therefore, NCLB could provide powerful support for the
value of school mental health programs provided by school psychologists. This is,
however, a novel use of school psychologists to support programs and initiatives which
have resulted from the NCLB Act, and an examination of the degree to which
practitioners are engaged in mental health programs within their schools will be
included in the present study.
Legal mandates for the services and expertise of school psychologists included in
the Individuals with Disabilities Improvement Act of 2004 and the No Child Left Behind
Act of 2001 have impacted the need for and role of school psychology practitioners in
schools. A number of studies have examined how school psychologists primarily spend
their time, providing a picture of the various roles in which psychologists are most
commonly engaged. Reschly (2000) reports that in the early 2000’s, 50% to 55% of
school psychologists' time was devoted to psychoeducational assessment activities and
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the remainder of their time was divided between 20% direct intervention, 17% for
problem-solving consultation, 6% to systems-level consultation and 2% was allotted to
applied research or program evaluation. Reschly’s survey of school psychology
practitioners also included a measure of desired or ideal role preferences, and results
indicated that respondents would prefer a reduction of time devoted to
psychoeducational assessment to approximately 32% of their time, an increase in direct
intervention to 29%, a slight increase in problem-solving consultation to 22%, increase
in systems-level consultation up to 11 %, and increasing time for applied research or
program evaluation to 6% (Reschly, 2000). Other studies surveying practitioners’ actual
versus ideal roles have found similar trends for the continued prevalence of traditional
roles in the practice of school psychology (Bramlett, Murphy, Johnson, Wallingsford, &
Hall, 2002).
Legislation at the state level, such as the Illinois Children’s Mental Health Act
(ICMHA) (P.A. 93-495) has also impacted the role of school psychology practitioners.
Passed in 2003, the Children’s Mental Health Act provided the framework for a
comprehensive plan for preventive, early intervention, and mental health treatment
services for children in Illinois (Illinois Children’s Mental Health Act, 2003). Included in
the act was a requirement for the Illinois State Board of Education to implement a plan
to incorporate social and emotional learning standards as part of the Illinois Learning
Standards in order to enhance and measure children’s school readiness and ability to
achieve academic success (ICMHA, 2003). In addition, school districts across the state
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were mandated to develop policies to incorporate social and emotional development
into teaching and assessment practices as well as to develop protocols for responding to
children with social, emotional, or mental health problems that impact learning (ICMHA,
2003). School psychologists have been increasingly called upon as mental health
experts to assist with the implementation of the newly created Illinois social emotional
learning standards as well as district policies for prevention, early intervention, and
treatment of children’s mental health needs. As a result of this legislation, the role of
school psychologists in Illinois has taken on greater emphasis in mental health service
provision in recent years.
In addition to the impact of federal and state legislation and policies, some
studies have considered the influence of graduate training on the professional roles of
school psychologists. Research in this area has primarily been concerned with the effect
of volume of training on practice, rather than attempting to relate practice variables to
perceptions of training efficacy or other features of a training program (Larson, 2008).
For example, Curtis, Grier, and Hunley (2004) documented a two-fold increase in the
requirement of semester credit hours required for the minimum degree needed to
obtain national certification in school psychology over a 30-year period. While the
entry level degree for school psychology practice in the 1970’s was a 30 credit hour
masters degree, the authors noted an increase to a 60 credit hour specialist level
degree. Additionally, while 93% of practitioners had earned a master’s level as their
highest degree in 1970, only 2.3% of graduates from school psychology training
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programs in 1997 had achieved a master’s degree as their highest level of education. An
increase in the number of practitioners completing 60 semester hours or more
increased from 5.2% in 1969 to 58.2% in 2004 (Curtis, et al., 2004). This increase in the
amount of training led to forecasts that school psychology would develop into a
doctoral profession, but it appears that the percentage of doctoral-level graduates has
stabilized at around 20 - 25% (Reschly & Wilson, 1997; Worrell, Skaggs, & Brown, 2006).
Results from a survey by Costenbader and Swartz (1992) found a clear
correlation between amount of training and satisfaction with that training. The authors
also noted that although doctoral-trained practitioners rated their skills as being higher
in consultation, they did not rate themselves as offering more consultation services than
other practitioners. An update to this study found significant correlations between the
degree earned and semester hours completed with the number of consultations and
inservice programs provided per year (Curtis, Hunley, & Grier, 2002). However, it should
be noted that the authors found that the correlations were all small, ranging from .08 to
.15, and there was no correlation between degree earned or semester hours completed
and the number of re-evaluations performed (Curtis, et al., 2002). It also appears that
there is no difference among doctoral and non-doctoral levels of job satisfaction
(Brown, Swigart, Bolen, Hall, & Webster, 1998) with the exception that doctoral level
practitioners may be more satisfied with advancement opportunities (Reschly & Wilson,
1997; Worrell, Skaggs, & Brown, 2006). Doctoral level school psychologists may also
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tend to seek different employment settings, as one study found that they were more
likely to practice in urban settings (Brown et al., 1998).
Recent trends in research as well as revisions to standards for professional
practice suggest an expanding role for school psychologists, including a greater
emphasis on consultation as well as preventive and responsive service delivery (Meyers,
2002; NASP, 2010). As noted by Sheridan and Gutkin (2000), use of a consultation
model during training will likely include an increasing emphasis on pre-referral
intervention, implementation of empirically supported interventions and methods of
effective teaching, mental health services, school-based prevention, program
evaluation, organizational change and education reform. This service delivery model
will move away from providing services for students having, or are suspected of having,
disabilities and toward providing services to all students. Increasing time engaged in
problem-solving approaches to service delivery was shown to decrease time spent in
assessment functions in a study conducted by Quallich (2004). Using statistical path
analyses, Quallich showed that increasing time engaged in problem-solving processes
significantly reduced the amount of time practitioners spent in assessment. Movement
toward a consultative model of school psychology in recent decades calls for school
psychologists to focus on serving the needs of all students instead of only those referred
or already placed in special education programs, constituting a significant change in the
roles of school psychology practitioners.
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Alumni Practitioners’ Perspectives of Graduate Training
As changes in the roles and functions of school psychology practitioners continue
to change, researchers have noted concerns about a general lack of alignment between
what is taught in university training programs and the skills that are necessary for
professional practice in school psychology (Harrison et al., 2004). Some research has
examined the degree to which training programs teach skills that are relevant for school
psychologists. One early survey found that practitioners thought there was too much
emphasis on individual assessment and research during training as compared to what
was needed in practice and not enough emphasis in training on consultation,
intervention, and effecting change in schools (Meacham & Peckham, 1978). Based on a
survey by Graden, Christenson, Ysseldyke, and Myers (1984), practitioners felt
assessment and research received too much attention in training compared to what was
needed for professional practice. These findings were also echoed in a more recent
update by Woody and Davenport (1998), which also found that practitioners would
have liked more training in classroom management, strategies for involving parents, and
development of systems. Guest (2000) conducted a study of school psychology
practitioners’ view of their career development and found that lack of training in
consultation and team skills, and a lack of training for specific setting needs such as
assessing young children with developmental disabilities were among the greatest
problems faced by new practitioners.
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Daly (2007) examined views of training program directors, current students, and
recent program graduates to measure the degree of integration between coursework
and fieldwork in the areas of assessment and systems consultation as well as the
relationship between emphasis on assessment and systems consultation during training
and the amount of time spent in each area during professional practice. Results
indicated that a higher level of integration between coursework and fieldwork
experiences in the area of consultation did not necessarily lead to more time spent
engaging in consultation for recent program graduates. Additionally, a significant
negative relationship was found between time spent conducting assessment in one’s
field placement and time spent engaging in consultation during fieldwork (Daly, 2007).
These findings support those of Quallich (2004) in suggesting the competing nature of
psychologists’ roles related to consultation and assessment. Nelson and Machek (2007)
examined practitioners’ views of their preparation to use research-based techniques in
reading assessment and intervention. Nearly half of respondents indicated that they
were not provided with coursework specific to assessments and interventions for
reading. Practitioners felt that their knowledge of reading assessment and intervention
techniques was low and that additional training in this area would be beneficial (Nelson
& Machek, 2007). Larson (2008) examined practitioners’ view of their role as a school
psychologist and their preparedness to engage in professional practice in each of the
areas covered by the NASP training standards. In addition, practitioners were asked to
describe any additional training components they needed in order to perform in their
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role as a school psychologist. Practitioners reported spending significantly less time in
assessment after changes to service delivery stemming from the IDEIA 2004
amendments took effect, and spending significantly more time in intervention and
prevention services as well as team collaboration (Larson, 2008). The author noted that
no significant relationship was detected between changes in role before and after IDEIA
2004 and the age, sex, or highest degree attained for respondents. A significant
difference was noted in the mean amount of time practitioners reported engaging in
direct counseling services between graduates who completed their program while the
1984 NASP Standards were in effect and those graduates who completed their program
while the 2000 NASP Standards were in effect (Larson, 2008). The author notes that this
increase (from an average of 4.1% to an average of 13.2%) may be attributed to the
inclusion of performance-based domains of school psychology training and practice in
the 2000 NASP Standards. Areas in which respondents felt they needed additional
preparation included progress monitoring of intervention fidelity, various models of Rtl,
research based assessment, how to implement Rtl, progress monitoring of intervention
effectiveness, curriculum-based measurement (Larson, 2008). Taken together, the
studies described here indicate that practitioners echo the call from researchers and
leaders in the field of school psychology for an expanded role and function of school
psychologists, beginning with changes to graduate training to increase coursework and
fieldwork in the areas of consultation, prevention and intervention services, and
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strategies for collaborating with families as well as administrators and other education
professionals.
Rationale for the Present Study
The studies discussed above provide a comprehensive view of the changing role
of practitioners in school psychology as well as the need for graduate training to change
in response in order to better prepare psychologists for current professional practice.
The present study enhanced the body of research available on graduate training in
school psychology by providing alumni practitioners’ perspectives of the effectiveness of
their coursework and fieldwork experiences in preparing them for their professional
roles as a school psychologist. This supplemented the available literature by providing
data related to practitioners’ view of their fieldwork training as well as perspectives of
the quality of their coursework. In addition, the present study examined practitioners’
views of their professional roles within the primary domains of competence outlined by
the National Association of School Psychologists. Given recent changes in the NASP
Standards for training and practice, no studies have yet examined practitioner views of
graduate training using the areas of competency outlined in the 2010 NASP Standards.
Therefore, the present study provided preliminary information about practitioners that
are relatively new to the field and their level of preparation according to the most
current standards for professional practice. Additionally, programmatic changes in
recent years were examined to determine if changes have impacted practitioners’ views
of the quality of their preparation. Given a specific focus on preparing graduate
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students attending the training program included in this study to be skilled and
competent in socially just practice, this training emphasis was studied in particular in
order to determine if alumni practitioners perceive increasing competence and skills in
this area. Finally, any differences between perspectives of training provided by
graduates of the doctoral and specialist degree programs at a single university setting
over a period of five years were measured, providing a specific comparison of
practitioner views of curricula and training experiences at multiple levels of graduate
training.
Significance of the Present Study
The present study proposed an examination of practitioner views for graduates
of both specialist and doctoral training programs from 2006 through 2011 at a single
NASP-approved, NCATE-accredited university setting. The period of time in which
training was obtained for potential respondents spans nearly a decade (2003 – 2011)
and provides the opportunity to document any differences in practitioner views related
to changes in emphasis of training which occurred during this time. Most notably role
changes for practitioners to include more consultation, prevention, and intervention
services and reduce time spent in assessment was examined as they may be impacted
by recent changes in training standards disseminated by NASP. By eliciting practitioner
views of their particular coursework, field experiences, and comprehensive assignments
as aligned with NASP standards for training, the present study can contribute specific
information about each of these aspects of training as they impact and are impacted by
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the current role and functions engaged in by practitioner respondents. Additionally, any
differences that exist between specialist and doctoral level practitioner views for
individuals who received a similar core curriculum in school psychology can be
documented. This information supplements the existing body of research by providing a
current view of differences associated with varying levels of preparation for
practitioners in both school and non-school settings.
Limitations of the Present Study
This study endeavored to better understand practitioners’ view of the
effectiveness of their graduate training in preparing them for professional practice.
Perhaps the greatest limitation of the present study lies in the scope of potential
respondents. The present study utilized information from alumni practitioners who
graduated from the doctoral and specialist programs at a single university in Illinois over
the course of a five-year period. While this allows for a focused examination of
practitioners views of specific program components and a direct comparison of doctoral
and specialist level graduates’ views of common aspects of training and preparation, the
chosen approach limits the ability of the researcher to propose general findings about
school psychology practitioners completing other university training programs.
However, it should be noted that alignment of program components with NASP
standards, as verified through the process of NASP program approval and NCATE
accreditation, should allow for comparisons to graduates from other NASP-approved,
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NCATE-accredited programs. Sampling measures and recommendations for addressing
potential limitations through future research are discussed in detail in Chapter Five.

CHAPTER THREE
METHODOLOGY
The purpose of this study was to examine alumni practitioners’ perspectives of
the effectiveness of their coursework and fieldwork experiences in preparing them for
their professional roles as a school psychologist.
To this end, the following research questions guided the present study:
1. What are school psychology alumni practitioners' perceptions of the
effectiveness of graduate training courses, assignments, and field
experiences in preparing them for various aspects of professional practice in
school psychology?
2. Do differences in alumni practitioners’ perceptions of their graduate training
exist between graduates of specialist and doctoral degree programs within
school psychology?
3. Have newly-added courses and training program foci changed alumni
practitioners’ perceptions of the effectiveness of their training program in
preparing them for professional practice?
Research Design
Previous studies have employed various methodologies to assess outcomes of
graduate training, including prospective longitudinal, cross-sectional, and retrospective
59
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methods. Prospective designs are superior but not feasible due to high attrition
rates, residential mobility of the sample, cost, and time; therefore, retrospective studies
have been utilized despite methodological limitations (Brewin, Andrews & Gotlib, 1993).
A retrospective approach was selected for the present study.
A mixed methods approach to data collection was employed and a primarily
quantitative approach to data analysis was selected (Creswell, 2003). Specifically,
school psychology alumni practitioners’ perspectives of their graduate training were
measured using a survey created by the researcher that contained items intended to
gather both quantitative and qualitative information from respondents. The individual
aspects of the research design such as the participants, sampling method, instruments,
and data collection method are discussed in more detail below.
Setting
Illinois is home to eight NASP-approved graduate programs in school psychology.
Of these eight universities with approved specialist level programs, two also house an
approved doctoral level program: Illinois State University and Loyola University Chicago
(NASP, 2011). For the purposes of this study, examination of research questions was
limited to alumni practitioners completing their graduate training at Loyola University
Chicago. Loyola University Chicago, a private university founded in 1870 as St. Ignatius
College, is the nation’s largest Jesuit, Catholic University. The demographics of the
institution are as follows. Total enrollment: More than 15,879 with 71 undergraduate
majors and 71 minors, 85 master's, 31 doctoral degrees, and 26 graduate-level
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certificate programs. There are 138,000 alumni; 82,000 in Chicago. Loyola is considered
a research institution based on the Carnegie classification system.
The specialist level School Psychology Program is housed within the School of
Education at Loyola University Chicago. The school psychology program’s overall guiding
conceptual framework is professionalism in the service of social justice. Beginning with
the screening of candidates to completion of the internship, the program is guided by a
conceptual focus on service to those from disenfranchised groups and the role of the
school psychologist in facilitating socially-just practice and research. An organized and
sequential set of course-work, practica, internship, and portfolio culminating activities
guide knowledge and application skills that are aligned with the NASP training
standards, as well as a data-based multi-tiered approach to meeting the academic,
social, emotional, and behavioral needs of all students.
Housed within the Graduate School at Loyola University Chicago, the School
Psychology Ph.D. program prepares professional school psychologists who are broadly
educated within the context of the scientific bases of general psychology and more
specifically educated in the application and generation of knowledge in their specialized
discipline as framed within the NASP training standards. Students are prepared to take
a scientific, problem-solving approach to their practice and to evaluate the outcomes of
their work through response-to-treatment interventions and data-based decision
making. Students receive training to read and understand existing scientific research as
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well as to develop new applications-oriented knowledge through their own research
and scholarship.
The specialist and doctoral graduate programs in school psychology at Loyola
University are largely entwined with students completing many degree requirements
alongside one another. Doctoral students are required to meet a number of additional
program requirements through coursework, fieldwork, and research. Loyola’s doctoral
program, along with the majority of NASP-approved doctoral programs in school
psychology, allows candidates to earn a Ph.D. degree. A small number of programs in
school psychology offer either an Ed.D. (Doctorate in Education) or Psy.D. (Doctorate in
Psychology) degree. Whereas Ed.D. training focuses on skills and theory directed
towards educational practice, training for a Psy.D. typically focuses on areas of clinical
work and may be preferred by students with less interest in research (NASP, 2007).
Ph.D. coursework tends to be more theoretical and experimental in nature. In addition,
while all types of doctoral degrees in school psychology require a dissertation, the type
of dissertation varies in focus, depth, and breadth according to the degree orientation
(NASP, 2007).
Participants
Alumni practitioners completing graduate training at Loyola University Chicago’s
specialist or doctoral program between the years 2006 and 2011 served as potential
participants in this study. Students enrolled in Loyola’s specialist and doctoral programs
are predominately White and female. According to program records, of the 26 students
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entering Loyola’s specialist program in 2011, 69% were White, 23% were Asian, and 8%
were Hispanic. Eighty-eight percent were female while the remaining twelve percent
were male students. Student demographic data from prior years is quite similar to
those for 2011. Because of the small number of male students and students from racial
or ethnic minority groups, student demographic information elicited from respondents
was limited to the current age of the respondents.
Demographic Characteristics of Respondents
Demographic information about the survey respondents and their employment
settings are summarized in Table 2 below. In order to prevent individual students from
potentially being identifiable as a result of their responses to demographic questions
about race and gender, and because of the small number of male students and students
from racial or ethnic minority groups in the group of eligible participants, demographic
information elicited from respondents was limited to age, highest degree completed at
Loyola, and year of degree completion. Employment information collected from
respondents included their current employment status, type of employment, years
employed at current setting, characteristics of employment setting, and average time
spent in each of the 2010 NASP domains for professional practice.
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Table 2. Demographic and Employment Characteristics of Respondents
_______________________________________________________________________
Characteristics
Frequency
Percentage of Respondents
Current Age (N = 66)
Under 25
0
0.0
25 – 29
29
43.9
30 – 34
19
28.8
35 – 39
13
19.7
40 – 44
2
3.0
45 – 49
0
0.0
50 or Older
3
4.5
Highest Degree Obtained at Loyola (N = 67)
Specialist degree
53
79.1
Doctoral degree
14
20.9
Year of Degree Completion at Loyola (N = 67)
2006
10
14.9
2007
6
9.0
2008
16
23.9
2009
6
9.0
2010
9
13.4
2011
20
29.9
Current Employment Status (N = 68)
Full-time
64
94.1
Part-time
4
5.9
Current Type of Employment (N = 72)
School Psychologist
63
87.5
Clinical Psychologist
0
0.0
Intervention/RtI/Behavior Specialist 1
1.4
University Faculty
1
1.4
Teacher/Administrator
3
4.2
Unemployed
1
1.4
Other*
3
4.2
Doctoral Alumni Current Type of Employment (N = 14)
School Psychologist
9
64.3
Clinical Psychologist
0
0.0
Intervention/RtI/Behavior Specialist 0
0.0
University Faculty
1
7.1
Teacher/Administrator
2
14.3
Unemployed
1
7.1
Other
1
7.1
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Table 2 (continued)
________________________________________________________________________________________________________________________________________________

Characteristics
Frequency
Specialist Alumni Current Type of Employment (N = 53)
School Psychologist
49
Clinical Psychologist
0
Intervention/RtI/Behavior Specialist 1
University Faculty
0
Teacher/Administrator
1
Unemployed
0
Other
2
Years Employed at Current Setting (N = 69)
Less than 1 year
10
1 year
13
2 years
12
3 years
11
4 years
9
5 or more years
14
Current Employment Setting (N = 71)
School
69
University
1
Clinic
0
Hospital
0
Other**
1
Age of Students at Current Employment (N = 66)
Early Childhood
1
Elementary School
32
Middle School
5
High School
19
Other School Setting
9
Community Setting of Current Employment (N = 63)
Suburban
44
Urban
13
Rural
6
Location of Current Employment (N = 63)
In Chicago
8
Chicago metropolitan suburb
37
In another Illinois community
10
Outside of Illinois
8

Percentage of Respondents
92.5
0.0
1.9
0.0
1.9
0.0
3.8
14.5
18.8
17.4
15.9
13.0
20.3
97.1
1.4
0.0
0.0
1.4
1.5
48.5
7.6
28.8
13.6
69.8
20.6
9.5
12.7
58.7
15.9
12.7
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Table 2 (continued)
________________________________________________________________________
Characteristics
Frequency
Percentage of Respondents
Estimated Percent of Low-Income Students at Current Employment (N = 63)
Less than 10%
14
22.2
10 – 25%
9
14.3
25 – 50%
15
23
50 – 75%
11
17.5
75% or more
14
22.2

Characteristics
Frequency
_______________________________________________________________________
Average Percentage of Time Spent Engaging in NASP Domains for Professional Practice
(N = 67)
Data-based decision making
25.7
Consultation and collaboration
18.5
Academic intervention design and implementation
10.9
Behavior intervention and mental health service delivery 16.3
Involvement in school systems and organizational services 9.0
Multi-tiered prevention and crisis intervention
7.5
Family-school collaboration
6.9
Research and program evaluation
3.1
Other
17.3
* Other responses included one respondent who is employed as a tutor for students with
reading difficulties, one respondent employed part-time as a school psychologist and
part-time as a district RtI coordinator, and one respondent employed as a part-time
school psychologist, part-time district Tier 3 RtI coach, and an adjunct instructor at
Loyola.
** Other responses included one respondent who is employed in his/her home.
Comparison of time spent in each of the NASP domains for professional practice
by specialist and doctoral alumni practitioners is depicted in Figure 3 below. Specialist
level alumni reported spending the most time engaging in data-based decision making,
in other areas not covered by the 2010 NASP domains, and in consultation and
collaboration. Doctoral level alumni reported engaging most in the NASP domains of
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data-based decision making, consultation and collaboration, and behavior intervention
and mental health service delivery.
35.0
30.0
25.0
20.0
15.0
10.0
5.0

30.0
24.6
18.7 17.5
11.4
9.1

20.4

16.1 17.3

9.9
6.3

7.7

7.0 6.7 7.5

3.2 3.1

7.0

0.0

Specialist
Doctoral

Figure 3: Average Percentage of Time Spent in NASP Domains by Degree
Sampling
Purposive sampling was used to identify potential participants for this study.
Alumni practitioners completing graduate study at the same university attended by this
researcher were selected due to the researcher’s familiarity with the graduate program
structure, coursework and fieldwork requirements, as well as accessibility of contact
information to recruit potential participants. Each year Loyola matriculates
approximately 20 specialist level graduate students and an average of 4 doctoral level
graduate students in school psychology, yielding a sample of 120 potential participants
who have completed their graduate study in the past five years. Examination of Loyola’s
university alumni records listed 139 graduates of either the specialist or doctoral
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programs in school psychology from the years of 2006 through 2011. Of these 139
alumni, university records included a current email address for only 122 individuals.
Emails with a link to complete the online survey were sent to these 122 alumni email
addresses and 23 were returned as undeliverable. The pool of potential participants to
complete the survey, therefore, was 99 alumni. The final sample of 72 partial survey
responses yields a response rate of 72.7% of the potential pool of participants.
Complete survey responses were obtained from 67 respondents, representing a
response rate of 66.7% of potential participants for this study. The Division of
Instructional Innovation and Assessment at the University of Texas at Austin (2007)
asserts the average response rate for e-mail surveys is 40%, where Sheehan (2001)
found the average response rate to be around 31%.
Instruments
The alumni practitioner survey included here as Appendix A was created by this
researcher and was used to examine practitioner perspectives of their graduate training.
Practitioners were asked to provide general demographic information about themselves
and their current employment. Questions elicited information about the degree to
which specific coursework, fieldwork, core assignments, and areas of program emphasis
or specialty were effective or ineffective in preparing respondents for their professional
roles. Additionally, respondents were asked to rate their current knowledge and skills
based on the domains of professional competence outlined in the 2010 NASP Standards.
Finally, practitioners were asked to rate the approximate amount of time they spend
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engaged in various roles and functions based on the domains of competence outlined in
the 2010 NASP standards.
Data Collection
The alumni practitioner survey was available in an online survey format and
maintained on a secure server at Surveymonkey.com. An invitation to participate in the
study by completing the online survey was sent via email to graduates included in the
sample of potential participants. Two additional email reminders were sent after the
initial invitation to participate. Neither Internet Protocol (IP) addresses nor any other
personally identifying information was collected from survey respondents.
Data Analysis
Alumni practitioner responses were gathered from completed online surveys.
Demographic information as well as information about respondents’ employment
settings is reported descriptively in the subsequent chapter. Inferential analyses were
used to examine whether differences occur in perception of the effectiveness of training
between specialist and doctoral alumni practitioner respondents. Analysis of Variance
(ANOVA) was used to determine if ratings of effectiveness differ in any statistically
significant way between various aspects of training (i.e. coursework, fieldwork,
assignments, program foci/areas of specialty) or between levels of preparation for
respondents (i.e. specialist versus doctoral). In addition, regression analyses were used
to determine what, if any factors, determine a practitioner’s view of the effectiveness of
their graduate training in preparing them for their professional roles. Qualitative
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analysis of open-ended data provided by practitioners was conducted to determine
whether any additional areas or aspects of training besides those listed were found to
be helpful in preparing for professional practice and whether any additional areas of
training are desired in order to achieve competence in the domain areas included in the
2010 NASP Standards.

CHAPTER FOUR
RESULTS
The purpose of this study was to examine alumni practitioners’ perspectives of
the effectiveness of their coursework and fieldwork experiences in preparing them for
their professional roles as a school psychologist. This chapter will provide an in-depth
analysis of survey response data collected to address each of the following research
questions: 1) What are school psychology alumni practitioners' perceptions of the
effectiveness of graduate training courses, assignments, and field experiences in
preparing them for various aspects of professional practice in school psychology? 2) Do
differences in alumni practitioners’ perceptions of their graduate training exist between
graduates of specialist and doctoral degree programs within school psychology? 3)
Have newly-added courses and training program foci changed alumni practitioners’
perceptions of the effectiveness of their training program in preparing them for
professional practice? The findings from preliminary data analysis and from analyses
conducted to address each research question are presented below.
Preliminary Analyses
The initial step of preliminary data analysis of survey response data included
data verification. Specifically, frequency statistics were computed for all variables to
check for errors in data entry and verify missing data. The original respondent sample
71
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size was N = 72. However, a complete set of survey responses was obtained for 66
respondents, representing a 66.7% response rate for the pool of 99 potential alumni
participants of this study. Missing data was resolved by imputing means for key
variables in order to provide enough responses to support subsequent statistical
analyses (Cheema, 2012). Distributions were reviewed to check for outliers. Tests of
normality for the independent and dependent variables were computed and all key
dependent measures yielded non-normal distributions. Therefore subsequent analyses
of these dependent measures were completed using non-parametric statistical analyses.
Research Question One
In order to determine alumni practitioners' perceptions of the effectiveness of
their graduate training courses, participant ratings of the degree to which specific
courses effectively prepared them for their current professional roles were analyzed. As
course offerings for university programs change from year to year, participants were
presented with a varying list of courses depending on when they began their graduate
training. Final analyses were completed on courses that were offered to all survey
respondents. Ratings were provided on a 4-point scale ranging from 1 (unrelated to
effective preparation) to 4 (very much related to effective preparation). An additional
option of “Not applicable – I am unable to recall or I did not take this course,” was also
provided to allow for respondents who may not have been required to take a given
course or felt they could not adequately recall the course to provide a rating of its
relatedness to effective preparation. A summary of effectiveness ratings for the 13 core
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program courses offered to all respondents is depicted in Figure 4 below. The
percentage of alumni respondents indicating each degree of relatedness to effective
preparation is depicted.
0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%
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18.8

34.4

17.2
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36.9

Psychology of Learning

23.2
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Human Development
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29.8
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20.5
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16.9
33.8

9.4
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Educational Psychology

8.2
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45.5
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1.5
10.8

18.5
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3.3

17.5
20.5
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Figure 4: Alumni Ratings of Relatedness of Core Courses to Effective Preparation for
Professional Roles

Fifty percent or more of alumni practitioners rated each of the 13 core courses
as at least somewhat related to effective preparation. Alumni ratings for seven of the
13 core courses indicated that a majority of respondents felt the course was very much
related to effective preparation for their professional roles. Ratings for the remaining six
core courses indicated that a majority of respondents felt the course was somewhat
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related to effective preparation. The core courses with the highest percentage of
alumni rating the course as very much related to effective preparation included Legal
Issues: Special Education, Academic Assessments and Interventions, and Social,
Emotional, and Behavioral Assessments and Interventions. Mean ratings for the 13
courses required of all alumni practitioners during their graduate study are provided in
Table 3 below.
Table 3. Mean Ratings of Coursework Effectiveness by Alumni Practitioners
________________________________________________________________________
Course
(N = 72)
Mean
Stand Dev
Seminar in Professional Psychology
3.2
.79
Assessment of School Age Children and Adults
3.7
.64
Academic Assessments and Interventions
3.7
.62
Theories of Counseling and Psychotherapy
2.8
.85
Personality Assessment
2.7
1.0
Legal issues: Educational Disabilities
3.8
.40
Educational Psychology
2.8
.84
Exceptional Children
3.3
.72
Social, Emotional, Behavioral Assessments and Interventions
3.7
.63
Assessment of Infants and Preschool Children
3.0
.95
Psychology of Learning
2.5
.95
Human Development
2.5
.91
Biological Foundations of Behavioral Science
2.7
.73
________________________________________________________________________

Alumni practitioners rated the Legal Issues: Educational Disabilities course as the
most related to effective preparation for their professional roles, while the Psychology
of Learning and Human Development courses were rated as least related to effective
preparation for later professional roles.
In order to provide a global measure of coursework effectiveness in preparing
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students for the varying aspects of their professional roles, alumni practitioners
provided ratings of the effectiveness of courses offered at Loyola within eight of the ten
NASP Domains for Professional Practice (NASP, 2010a). Alumni respondents were not
asked to rate coursework for the NASP domains of Diversity in Learning and
Development, and Legal, Ethical, and Professional Practice separately as these concepts
are not addressed by one or two specific courses, and are instead embedded to some
degree in every Loyola course. Mean ratings for each of the eight remaining NASP
domains are provided in Table 4. The same 4-point scale, ranging from 1 (unrelated to
effective preparation) to 4 (very much related to effective preparation), was used.

Table 4. Mean Ratings of Coursework Effectiveness in Eight NASP Domains by Alumni
Practitioners
________________________________________________________________________
Course
(N = 67)
Mean
Standard
Deviation
Data-based decision making
3.7
.50
Consultation and collaboration
3.9
.49
Academic intervention design and implementation
3.4
.71
Behavior intervention and mental health service delivery
3.3
.66
Involvement in school systems, organizational services
3.3
.77
Multi-tiered prevention and crisis intervention
3.3
.72
Family-school collaboration
3.0
.78
Research and program evaluation
2.9
.88
________________________________________________________________________

Mean ratings of program coursework effectiveness within each NASP domain
ranged from 2.9 to 3.9, indicating that courses within these eight NASP domains taken
by participants during their graduate study were rated, on average, to be somewhat or
very much related to effective preparation. Loyola courses within the NASP domain of
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Consultation and Collaboration were rated as the most effective in preparing alumni for
their professional roles, followed by courses within the area of Data-based Decision
Making. Courses within the NASP professional practice domains of Research and
Program Evaluation as well as Family and School Collaboration were rated by alumni
practitioners as being the least effective in preparing them for their professional roles.
Ratings of the effectiveness of core program assignments including portfolios
compiled during fieldwork experiences by all students, comprehensive examinations
completed in areas of sub-specialty by doctoral students, and the doctoral dissertation
completed by doctoral students, were elicited using the same 4-point scale, ranging
from 1 (unrelated to effective preparation) to 4 (very much related to effective
preparation). An additional option of “Not applicable – I am unable to recall or I did not
complete this assignment,” was also provided to allow for respondents who may not
have been required to complete a given assignment as part of their degree program or
felt they could not adequately recall to provide a rating of a specific assignment. Mean
ratings for each required program assignment are depicted in Table 5 below.

Table 5. Mean Ratings of Required Program Assignment Effectiveness by Alumni
Practitioners
________________________________________________________________________
Assignment
N
Mean
Standard Deviation
M.Ed. Portfolio
72
2.9
.92
Ed.S. Portfolio
57
3.1
.93
Ph.D. Portfolio
13
2.9
1.2
Ph.D. Comprehensive Examination
11
3.3
.90
Ph.D. Dissertation
14
3.6
.65
________________________________________________________________________
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Program assignment effectiveness ratings between 1.0 and 1.5 indicate
respondents felt these assignments were unrelated to effective preparation for
professional roles; ratings between 1.5 and 2.5 were somewhat unrelated to effective
preparation; ratings between 2.5 and 3.5 were somewhat related to effective
preparation; and ratings above 3.5 indicate respondents felt these assignments were
very much related to effective preparation for professional roles. Mean ratings of
required program assignments by alumni practitioners ranged from 2.9 to 3.6, indicating
that all of the required program assignments during their graduate study were rated, on
average, to be somewhat or very much related to effective preparation. Alumni
practitioners indicated that the Ph.D. Dissertation and the Ph.D. Comprehensive
Examination were the most effective required Loyola program assignments in preparing
them for their professional roles. However, it should be noted in comparing these
overall mean ratings that these assignments are only required to be completed by
doctoral level students, while the Ed.S. Portfolio is a required assignment only for
specialist level students. Only the M.Ed. Portfolio is a common assignment completed
by both specialist and doctoral level alumni.
Ratings of the effectiveness of fieldwork experiences completed as part of
Loyola’s school psychology graduate program were elicited using the same 4-point scale,
ranging from 1 (unrelated to effective preparation) to 4 (very much related to effective
preparation. Loyola’s graduate program in school psychology during the years
examined for this study included a required 600 hour, part-time practicum field
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experience and a year-long, full-time internship field experience (of a minimum 1200
hours for specialist level students and 2000 hours for doctoral level students). In
addition, some students (N = 28) also completed a 100-hour service learning fieldwork
experience prior to beginning their practicum field experience. Doctoral students were
additionally required to complete a semester-long, part-time specialty practicum field
experience. Ratings for the practicum and internship experience are depicted in Figure
5 below, with the percentage of alumni ratings in each category of relatedness to
effective preparation for professional roles.
0%

Practicum

20%

40%

61.2

60%

80%

29.9

100%

1.5
7.5

Very much related
Somewhat related
Somewhat unrelated
Unrelated

Internship

80.6

19.4

Figure 5: Alumni Ratings of Relatedness of Field Experiences to Effective Preparation

The majority of alumni indicated that their practicum and internship experiences
were very much related to effective preparation. All respondents felt their internship
field experience was related to effective preparation for professional roles. Mean
ratings for all required fieldwork experiences are depicted in Table 6 below.
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Table 6. Mean Ratings of Field Experience Effectiveness by Alumni Practitioners
________________________________________________________________________
Assignment
N
Mean
Standard Deviation
Practicum Field Experience
72
3.5
.68
Internship Field Experience
72
3.8
.38
Specialty Practicum Field Experience
11
3.6
.62
Service Learning Field Experience
28
3.3
.78
________________________________________________________________________

Field experience effectiveness ratings between 1.0 and 1.5 indicate respondents
felt these field experiences were unrelated to effective preparation for professional
roles; ratings between 1.5 and 2.5 were somewhat unrelated to effective preparation;
ratings between 2.5 and 3.5 were somewhat related to effective preparation; and
ratings above 3.5 indicate respondents felt these field experiences were very much
related to effective preparation for professional roles. Mean ratings of field experiences
by alumni practitioners ranged from 3.3 to 3.8, indicating that all of the required field
experiences completed during their graduate study were rated, on average, to be
somewhat or very much related to effective preparation. Alumni respondents rated the
internship field experience as being most effective in preparing them for their
professional roles, while the service-learning field experience was rated as the least
effective in preparing them for their professional roles as practitioners.
To provide a global measure of effectiveness of the Loyola graduate school
psychology program in preparing its alumni for their professional roles, respondents
were asked to rate the overall degree of effective preparation of the degree program
they completed. Ratings were provided on a scale of 1 (I was extremely unprepared for
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my professional roles) to 5 (I was extremely well prepared for my professional roles). A
summary of these ratings, as provided by alumni respondents is included in Table 7
below.
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Table 7. Alumni Practitioner Ratings of Overall Loyola Program Effectiveness in
Preparation for Professional Roles
________________________________________________________________________
Effectiveness Rating by Alumni Practitioners
Frequency
Percent
Extremely well-prepared
36
53.7%
Somewhat well-prepared
25
37.3%
Adequately prepared
3
4.5%
Somewhat unprepared
3
4.5%
Extremely unprepared
0
0.0%
________________________________________________________________________

The mean rating obtained for all alumni practitioners (N = 67) was 4.4 (SD = .77).
Ratings between 1.0 and 1.5 indicate respondents felt they were extremely unprepared
for their professional roles; ratings between 1.5 and 2.5 were somewhat unprepared for
their professional roles; ratings between 2.5 and 3.5 were adequately prepared for their
professional roles; ratings between 3.5 and 4.5 were somewhat well prepared for their
professional roles, and ratings above 4.5 indicate respondents felt the overall degree
program at Loyola left them extremely well prepared for their professional roles. The
average rating of 4.4 by alumni practitioners, therefore, indicates that Loyola school
psychology graduates felt they were, on average, somewhat well prepared for their
professional roles after completing their graduate study. The majority of alumni
practitioners (53.7%), however, indicated that they were extremely well-prepared to
take on the professional roles of their current employment. Only six of the 67 alumni
respondents (9.0%) indicated that they were either adequately prepared or somewhat
unprepared to engage in their professional roles.
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In order to provide an additional measure of alumni practitioners’ preparedness
for their professional roles after completing Loyola’s NASP-approved graduate degree
programs, alumni were asked to provide self-ratings of their current knowledge and
skills in all ten NASP domains for professional practice. Ratings were provided on a 3point scale, with a rating of 1 indicating the respondent felt they were “Not at all
knowledgeable,” or “Not at all skilled,” a rating of 2 indicating the respondent felt they
were “Somewhat knowledgeable,” or “Somewhat skilled,” and a rating of 3 indicating
the respondent felt they were “Extremely knowledgeable,” or “Extremely skilled.”
Frequency of self-ratings of knowledge and skills in each NASP domain by alumni
practitioners are depicted in Table 8 below.

Table 8. Alumni Practitioner Self-Ratings of Knowledge and Skills in 2010 NASP Domains
for Professional Competence
________________________________________________________________________
Knowledge of NASP Domains
(N = 67)
N
Percent of Sample
Data-based decision making
Extremely knowledgeable
47
70.1%
Somewhat knowledgeable
20
29.9%
Not at all knowledgeable
0
0.0%
Consultation and collaboration
Extremely knowledgeable
40
59.7%
Somewhat knowledgeable
27
40.3%
Not at all knowledgeable
0
0.0%
Interventions and instructional support for academic skills
Extremely knowledgeable
21
31.3%
Somewhat knowledgeable
46
68.7%
Not at all knowledgeable
0
0.0%
Interventions and mental health services to develop social and life skills
Extremely knowledgeable
25
37.3%
Somewhat knowledgeable
42
62.7%
Not at all knowledgeable
0
0.0%
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Table 8 (continued)
________________________________________________________________________
Knowledge of NASP Domains
(N = 67)
N
Percent of Sample
Involvement in school-wide practices to promote learning
Extremely knowledgeable
24
35.8%
Somewhat knowledgeable
41
61.2%
Not at all knowledgeable
2
3.0%
Engagement in preventive and responsive services
Extremely knowledgeable
23
34.3%
Somewhat knowledgeable
43
464.2%
Not at all knowledgeable
1
1.5%
Supporting family-school collaboration
Extremely knowledgeable
26
38.8%
Somewhat knowledgeable
40
59.7%
Not at all knowledgeable
1
1.5%
Meeting the needs of diverse learners
Extremely knowledgeable
39
58.2%
Somewhat knowledgeable
28
41.8%
Not at all knowledgeable
0
0.0%
Research and program evaluation
Extremely knowledgeable
13
19.4%
Somewhat knowledgeable
52
77.6%
Not at all knowledgeable
2
3.0%
Engaging in legal, ethical, and professional practice
Extremely knowledgeable
53
79.1%
Somewhat knowledgeable
14
20.9%
Not at all knowledgeable
0
0.0%
________________________________________________________________________
Skills in NASP Domains
(N = 66)
N
Percent of Sample
Data-based decision making
Extremely skilled
34
51.5%
Somewhat skilled
32
48.5%
Not at all skilled
0
0.0%
Consultation and collaboration
Extremely skilled
34
51.5%
Somewhat skilled
32
48.5%
Not at all skilled
0
0.0%
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Table 8 (continued)
________________________________________________________________________
Skills in NASP Domains
(N = 67)
N
Percent of Sample
Interventions and instructional support for academic skills
Extremely skilled
14
21.2%
Somewhat skilled
50
75.8%
Not at all skilled
2
3.0%
Interventions and mental health services to develop social and life skills
Extremely skilled
18
27.3%
Somewhat skilled
46
69.7%
Not at all skilled
2
3.0%
Involvement in school-wide practices to promote learning
Extremely skilled
14
21.2%
Somewhat skilled
48
72.7%
Not at all skilled
4
6.1%
Engagement in preventive and responsive services
Extremely skilled
18
27.3%
Somewhat skilled
46
69.7%
Not at all skilled
2
3.0%
Supporting family-school collaboration
Extremely skilled
22
33.3%
Somewhat skilled
40
60.6%
Not at all skilled
4
6.1%
Meeting the needs of diverse learners
Extremely skilled
29
43.9%
Somewhat skilled
35
53.0%
Not at all skilled
2
3.0%
Research and program evaluation
Extremely skilled
12
18.2%
Somewhat skilled
46
69.7%
Not at all skilled
8
12.1%
Engaging in legal, ethical, and professional practice
Extremely skilled
47
71.2%
Somewhat skilled
19
28.8%
Not at all skilled
0
0.0%
________________________________________________________________________

An examination of the self-ratings for alumni practitioners’ knowledge and skills
in each of the ten NASP domains for professional competence indicates that the vast
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majority of alumni feel they are either somewhat or extremely knowledgeable and
skilled in each of the domains for professional practice. A majority of practitioners rated
themselves as extremely knowledgeable for four of the domains: Data-based decision
making, Consultation and collaboration, Meeting the needs of diverse learners, and
Engaging in legal, ethical, and professional practice. A majority of alumni rated
themselves as somewhat knowledgeable for the other six domains for professional
practice. A majority of practitioners rated themselves as extremely skilled in three of
the NASP domains: Data-based decision-making, Consultation and collaboration, and
Engaging in legal, ethical, and professional decision making. The majority of alumni
rated themselves as somewhat skilled for the remaining seven NASP domains. A
summary of mean self-ratings of alumni practitioners’ knowledge and skills in each NASP
domain are included in Table 9 below.
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Table 9. Mean Self-Ratings of Knowledge and Skills in 2010 NASP Domains
________________________________________________________________________
NASP Domain
N = 72
Mean
Standard Deviation
Data-based decision making
Knowledge
2.7
.45
Skills
2.5
.48
Consultation and collaboration
Knowledge
2.6
.48
Skills
2.5
.48
Interventions and instructional support for academic skills
Knowledge
2.3
.45
Skills
2.2
.44
Interventions and mental health services to develop social and life skills
Knowledge
2.4
.47
Skills
2.2
.48
Involvement in school-wide practices to promote learning
Knowledge
2.3
.51
Skills
2.2
.48
Engagement in preventive and responsive services
Knowledge
2.3
.49
Skills
2.2
.48
Supporting family-school collaboration
Knowledge
2.4
.50
Skills
2.3
.55
Meeting the needs of diverse learners
Knowledge
2.6
.48
Skills
2.4
.53
Research and program evaluation
Knowledge
2.2
.43
Skills
2.1
.53
Engaging in legal, ethical, and professional practice
Knowledge
2.8
.40
Skills
2.7
.44
________________________________________________________________________

Mean ratings for knowledge of NASP domain principles were higher than mean
ratings of skills in NASP domain principles for all ten NASP domains. The highest overall
mean observed was for self-ratings of alumni practitioners’ knowledge of the legal,
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ethical, and professional guidelines for professional practice. This was followed closely
by mean self-ratings for practitioners’ skills in this area as well as their knowledge in the
area of data-based decision making. The lowest observed mean self-rating was for
practitioners’ skills in the area of research and program evaluation.
Research Question Two
In order to determine whether any differences in alumni practitioners’
perceptions of their graduate training exist between graduates of specialist and doctoral
degree programs in school psychology, ratings of the degree to which specific courses
effectively prepared them for their current professional roles for each group of
respondents were compared. Mean ratings of courses for specialist and doctoral alumni
are included in Table 10 below.
Table 10. Mean Ratings of Coursework by Specialist and Doctoral Level Alumni
Practitioners
________________________________________________________________________
Course
Degree Program
N
Mean
Stand Dev
Seminar in Professional Psychology
Specialist
53
3.3
.67
Doctoral
14
2.9
1.16
Assessment of School Age Children and Adults
Specialist
53
3.7
.61
Doctoral
14
3.6
.81
Academic Assessments and Interventions
Specialist
53
3.7
.59
Doctoral
14
3.6
.79
Theories of Counseling and Psychotherapy
Specialist
53
2.8
.82
Doctoral
14
2.8
1.08
Personality Assessment
Specialist
53
2.6
1.05
Doctoral
14
3.1
1.00
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Table 10 (continued)
________________________________________________________________________
Course
Degree Program
N
Mean
Stand Dev
Legal issues: Educational Disabilities
Specialist
53
3.8
.44
Doctoral
14
3.9
.26
Educational Psychology
Specialist
53
2.8
.82
Doctoral
14
3.0
1.00
Exceptional Children
Specialist
53
3.3
.80
Doctoral
14
3.5
.45
Social, Emotional, Behavioral Assessments and Interventions
Specialist
53
3.7
.55
Doctoral
14
3.4
.89
Assessment of Infants and Preschool Children
Specialist
53
2.9
1.00
Doctoral
14
3.1
.88
Psychology of Learning
Specialist
53
2.5
.88
Doctoral
14
2.8
1.26
Human Development
Specialist
53
2.4
.92
Doctoral
14
2.9
.84
Biological Foundations of Behavioral Science
Specialist
53
2.6
.74
Doctoral
14
3.2
.65
________________________________________________________________________

While differences between specialist and doctoral level alumni ratings of specific
courses were observed, these differences reached the threshold for statistical
significance only for alumni ratings of Biological Foundations of Behavioral Science
(Mann-Whitney U = 240.5, p = .037), with doctoral alumni rating the course as more
effective than specialist level alumni. As shown in Figure 6 below, course ratings by
alumni from each degree program followed a similar trend. Doctoral level alumni rated
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8 of the 13 core courses as more effective in preparing them for their professional roles,
on average, than specialist level alumni rated the same courses. Ratings for four core
program courses were higher for specialist level alumni than ratings by their doctoral
level counterparts, including: Seminar in Professional Psychology, Assessment of School
Age Children and Adults, Academic Assessments and Interventions, and Social,
Emotional, Behavioral Assessments and Interventions. The mean rating for one course,
Theories of Counseling and Psychotherapy, was identical for specialist and doctoral level
practitioners (M = 2.8; Somewhat related to effective preparation for professional
roles).

Mean Rating

4

3

2
Specialist
1

Doctoral

Figure 6: Mean Ratings of Course Effectiveness by Specialist and Doctoral Alumni
Practitioners

While differences between specialist and doctoral level alumni ratings of courses
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within the eight selected NASP domains for professional practice were observed, these
differences did not reach the threshold for statistical significance. Mean ratings for
courses within each of the NASP domains by both groups of alumni practitioners are
shown in Table 11 below. Ratings by respondents were provided on a 4-point scale,
ranging from 1 (unrelated to effective preparation) to 4 (very much related to effective
preparation, and effectiveness ratings between 1.0 and 1.5 indicate respondents felt
courses within this NASP domain were unrelated to effective preparation for
professional roles; ratings between 1.5 and 2.5 were somewhat unrelated to effective
preparation; ratings between 2.5 and 3.5 were somewhat related to effective
preparation; and ratings above 3.5 indicate respondents felt courses within this NASP
domain were very much related to effective preparation for professional roles. Mean
ratings of courses within the eight NASP domains by alumni practitioners ranged from
2.8 to 4.0, indicating that all of the program courses taken during their graduate study
were rated, on average, to be somewhat or very much related to effective preparation
for professional roles as practitioners.

91

Table 11. Mean Ratings of Coursework in Eight NASP Domains by Specialist and Doctoral
Alumni Practitioners
________________________________________________________________________
Course
N
Mean
Stand Dev
Data-based decision making
Specialist
53
3.7
.52
Doctoral
14
3.8
.41
Consultation and collaboration
Specialist
53
3.9
.55
Doctoral
14
4.0
0.00
Academic intervention design and implementation
Specialist
53
3.3
.70
Doctoral
14
3.5
.73
Behavior intervention and mental health service delivery
Specialist
53
3.3
.67
Doctoral
14
3.4
.61
Involvement in school systems, organizational services
Specialist
53
3.2
.79
Doctoral
14
3.5
.62
Multi-tiered prevention and crisis intervention
Specialist
53
3.3
.74
Doctoral
14
3.4
.61
Family-school collaboration
Specialist
53
3.0
.75
Doctoral
14
3.0
.85
Research and program evaluation
Specialist
53
2.8
.83
Doctoral
14
3.2
.94
________________________________________________________________________
As can be seen from studying the mean ratings of courses provided in Table 9,
both specialist and doctoral level alumni practitioners rated Loyola courses within the
Consultation and Collaboration domain as being most effective in preparing them for
professional practice, followed by courses within the Data-Based Decision Making
domain. The courses rated as least effective in preparing alumni for professional roles
were courses within the NASP professional practice domains of Research and Program
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Evaluation and Family-School Collaboration, although doctoral alumni rated research
and program evaluation coursework as slightly more related to effective preparation
than their specialist level counterparts.
As can be seen in Figure 7 below, specialist and doctoral alumni ratings of
courses within the eight selected NASP domains for professional practice varied in a
similar fashion for several of the domains. Doctoral level alumni ratings were, on
average, equal to or higher than ratings by specialist level alumni for all eight NASP
domains for professional practice. Mean ratings of courses within the domain of FamilySchool Collaboration were identical for both groups of alumni practitioners. Differences
between the specialist and doctoral alumni mean ratings were greatest for the Research
and Program Evaluation as well as the Involvement in School Systems, Organizational
Services domains for professional practice. However, none of the mean differences in
ratings by specialist and doctoral alumni for courses within the NASP domains reached
the threshold for statistical significance.
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Figure 7: Mean Ratings of Course Effectiveness within Eight NASP Domains for
Professional Practice by Specialist and Doctoral Alumni Practitioners

All of the required program assignments completed by doctoral alumni (Ph.D.
Portfolio, Ph.D. Comprehensive Examination, and Ph.D. Dissertation) were rated as
more related to effective preparation for professional roles in comparison to ratings of
required assignments completed by specialist level alumni (M.Ed. Portfolio and Ed.S.
Portfolio). Of the five required program assignments, only the M.Ed. Portfolio was
completed by both specialist and doctoral alumni, during the first year of graduate study
at Loyola. The mean rating for this assignment as rated by specialist level alumni was
2.93 on a 4-point scale, while the mean rating by doctoral level alumni was 2.98.
Assignment effectiveness ratings between 1.0 and 1.5 indicate respondents felt
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completing the M.Ed. portfolio was unrelated to effective preparation for professional
roles; ratings between 1.5 and 2.5 indicate that it was somewhat unrelated to effective
preparation; ratings between 2.5 and 3.5 was somewhat related to effective
preparation; and ratings above 3.5 indicate respondents felt completing the M.Ed. level
portfolio was very much related to effective preparation for their later professional
roles. Therefore, ratings by both groups of alumni practitioners indicate they agree that
the M.Ed. portfolio was somewhat related to effective preparation for their professional
roles. The small difference in ratings by each group did not reach the threshold for
statistical significance.
The effectiveness of Practicum and Internship field experiences in preparing
graduates for their professional roles, as rated by specialist and doctoral alumni, was
also examined using a 4-point scale, ranging from 1 (unrelated to effective preparation)
to 4 (very much related to effective preparation. Effectiveness ratings between 1.0 and
1.5 indicate respondents felt the field experience was unrelated to effective preparation
for professional roles; ratings between 1.5 and 2.5 were somewhat unrelated to
effective preparation; ratings between 2.5 and 3.5 were somewhat related to effective
preparation; and ratings above 3.5 indicate respondents felt their field experience was
very much related to effective preparation for their current professional roles. The
mean rating of the Practicum field experience by specialist level alumni was 3.51, while
the mean for doctoral level alumni was 3.50, indicating that both groups of practitioners
felt their Practicum experience was very much related to effective preparation for their
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professional roles. Given the nearly identical mean ratings of the Practicum experience
by specialist and doctoral alumni, analyses of the mean differences in these ratings did
not reach the threshold for statistical significance.
There was slightly more difference in the mean ratings of the Internship field
experience between the two groups of alumni. The mean rating for specialist level
alumni was 3.81, while the mean rating of Internship by doctoral level alumni was 3.79,
with both groups indicating that their internship experience was very much related to
effective preparation. Again, however, given the minimal difference between the mean
ratings for each group, analysis of mean differences did not reach the threshold for
statistical significance.
Alumni ratings of the effectiveness of the overall Loyola school psychology
program by specialist and doctoral alumni practitioners were significantly different.
Ratings of the overall Loyola program were provided on a 5-point scale and ratings
between 1.0 and 1.5 indicate respondents felt they were extremely unprepared for their
professional roles; ratings between 1.5 and 2.5 were somewhat unprepared for their
professional roles; ratings between 2.5 and 3.5 were adequately prepared for their
professional roles; ratings between 3.5 and 4.5 were somewhat well prepared for their
professional roles, and ratings above 4.5 indicate respondents felt the overall degree
program at Loyola left them extremely well prepared for their professional roles. The
specialist level alumni mean rating of 4.3 (SD = .83) was significantly lower than the
mean rating of the program’s effectiveness by doctoral alumni of 4.7 (SD = .47). An
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independent samples t-test in which equal variances for the two groups’ ratings were
not assumed was statistically significant, t = -2.327(1,36.909) = .026. While specialist
level alumni indicated that they were, on average, somewhat well prepared for their
professional roles, doctoral level alumni felt they were, on average, extremely well
prepared for the professional roles as practitioners. A standard multiple regression
analysis was used to assess the ability of required program assignments (Ph.D.
Dissertation, Ph.D. Portfolio, and M.Ed. Portfolio) and field experiences (Internship and
Practicum) completed by doctoral students to predict ratings of overall effectiveness of
the Loyola program by doctoral students. While the overall F value for the model was
not significant, examination of beta coefficients indicated that only ratings of the Ph.D.
dissertation were significantly predictive of ratings of the overall Loyola program by
doctoral students (β = .46, p<.05).
Self-ratings of alumni practitioners’ knowledge and skills in each of the 2010
NASP domains were examined for differences in ratings made by specialist and doctoral
alumni. Table 12 provides mean self-ratings of knowledge and skills in the NASP
domains for each group of alumni.
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Table 12. Mean Self-Ratings of Knowledge and Skills in 2010 NASP Domains by Degree
________________________________________________________________________
NASP Domain
N
Mean
Stand Dev
Data-based decision making - Knowledge
Specialist
53
2.7
.47
Doctoral
14
2.8
.43
Data-based decision making - Skills
Specialist
53
2.5
.50
Doctoral
14
2.6
.51
Consultation and collaboration - Knowledge
Specialist
53
2.6
.50
Doctoral
14
2.7
.47
Consultation and collaboration - Skills
Specialist
53
2.5
.50
Doctoral
14
2.6
.51
Interventions and instructional support for academic skills - Knowledge
Specialist
53
2.3
.47
Doctoral
14
2.3
.47
Interventions and instructional support for academic skills - Skills
Specialist
53
2.2
.46
Doctoral
14
2.3
.47
Interventions and mental health services to develop social and life skills - Knowledge
Specialist
53
2.3
.48
Doctoral
14
2.5
.52
Interventions and mental health services to develop social and life skills - Skills
Specialist
53
2.2
.48
Doctoral
14
2.4
.51
Involvement in school-wide practices to promote learning - Knowledge
Specialist
53
2.3
.52
Doctoral
14
2.6
.51
Involvement in school-wide practices to promote learning - Skills
Specialist
53
2.1
.49
Doctoral
14
2.4
.50
Engagement in preventive and responsive services - Knowledge
Specialist
53
2.3
.48
Doctoral
14
2.3
.61
Engagement in preventive and responsive services - Skills
Specialist
53
2.2
.48
Doctoral
14
2.2
.58
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Table 12 (continued)
________________________________________________________________________
NASP Domain
N
Mean
Stand Dev
Supporting family-school collaboration - Knowledge
Specialist
53
2.4
.52
Doctoral
14
2.4
.51
Supporting family-school collaboration - Skills
Specialist
53
2.3
.58
Doctoral
14
2.4
.50
Meeting the needs of diverse learners - Knowledge
Specialist
53
2.5
.50
Doctoral
14
2.7
.47
Meeting the needs of diverse learners - Skills
Specialist
53
2.3
.55
Doctoral
14
2.6
.50
Research and program evaluation - Knowledge
Specialist
53
2.1
.42
Doctoral
14
2.4
.50
Research and program evaluation - Skills
Specialist
53
2.0
.54
Doctoral
14
2.4
.50
Engaging in legal, ethical, and professional practice - Knowledge
Specialist
53
2.8
.43
Doctoral
14
2.9
.27
Engaging in legal, ethical, and professional practice - Skills
Specialist
53
2.7
.46
Doctoral
14
2.8
.43
________________________________________________________________________
Mean self-ratings by doctoral level alumni for both knowledge and skills in all
NASP domains was equal or higher than mean self-ratings by specialist level alumni.
However, differences between the self-ratings for each group of alumni reached the
threshold for statistical significance only for self-ratings of knowledge of involvement in
school-wide practices to promote learning (Mann-Whitney U = 265.000, p = .055) and
skills in research and program evaluation (Mann-Whitney U = 256.000, p = .030). In
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each of these cases, self-ratings by doctoral alumni were significantly higher than selfratings for specialist alumni.
Research Question Three
In order to provide a measure of whether newly-added courses and training
program foci have changed alumni practitioners’ perceptions of the effectiveness of the
Loyola training program in preparing them for professional practice, ratings of program
components by alumni completing their degree in different years within the 2006 –
2011 time range were examined for significant differences.
Ratings of all core program courses by alumni who began their graduate study at
Loyola prior to 2005 were compared to those who began in 2006 or 2007, and to those
who began after 2008. This tri-partition of alumni respondents was made in order to
establish whether changes to program course sequence and assignments made in 2006
and after 2008 impacted the ratings of program components and their effectiveness in
preparing practitioners for their professional roles. Tests of normality of the distribution
of ratings for alumni in each of the three groups indicated non-normal distributions.
Therefore, non-parametric statistics were used to analyze respondents’ ratings of
program components.
Mean ratings of core program courses by alumni respondents in each of the
three groups are provided here in Table 13. Course ratings by alumni with a later date
of program entry were either the same or greater, on average, than ratings by alumni
with an earlier date of program entry for 7 of the 13 core program courses. These
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courses included: Seminar in Professional Psychology, Assessment of School Age Children
and Adults, Academic Assessments and Interventions, Theories of Counseling and
Psychotherapy, Personality Assessment, Legal issues: Educational Disabilities, and
Biological Foundations of Behavioral Science. It can be concluded that for these seven
courses, alumni perception of course effectiveness improved over time, although these
differences reached the threshold for statistical significance in only one case. The
Kruskal-Wallis Chi2 value of 10.013(2) was significant at the p = .007 level for alumni
ratings of the effectiveness of the Personality Assessment course in preparing them for
their professional roles, with more recent alumni rating the course as more related to
effective preparation than alumni from previous years.
For the other six core program courses, mean ratings by alumni beginning the
Loyola program in 2006 or 2007 were lower than mean ratings for alumni beginning
either earlier or later within the time period measured. These courses included:
Educational Psychology, Exceptional Children, Social, Emotional, Behavioral Assessments
and Interventions, Assessment of Infants and Preschool Children, Psychology of Learning,
and Human Development. Of these six courses, analyses indicated that mean ratings of
only one course, Educational Psychology, differed significantly depending on the date of
program entry. The Kruskal-Wallis Chi2 value of 6.745(2) was significant at the p = .034
level for alumni ratings of the effectiveness of Educational Psychology in preparing
alumni for their professional roles.

101

Table 13. Mean Ratings of Loyola Coursework for Alumni Practitioners by Date of
Program Entry
________________________________________________________________________
Course
Degree Program
N
Mean
Stand Dev
Seminar in Professional Psychology
Program entry in 2005 and earlier
34
3.2
.88
Program entry in 2006 or 2007
17
3.2
.90
Program entry in 2008 or later
16
3.2
.82
Assessment of School Age Children and Adults
Program entry in 2005 and earlier
34
3.6
.78
Program entry in 2006 or 2007
17
3.6
.61
Program entry in 2008 or later
16
3.9
.25
Academic Assessments and Intervention
Program entry in 2005 and earlier
34
3.6
.80
Program entry in 2006 or 2007
17
3.8
.39
Program entry in 2008 or later
16
3.8
.45
Theories of Counseling and Psychotherapy
Program entry in 2005 and earlier
34
2.6
1.01
Program entry in 2006 or 2007
17
2.8
.73
Program entry in 2008 or later
16
3.2
.66
Personality Assessment
Program entry in 2005 and earlier
34
2.3
1.14
Program entry in 2006 or 2007
17
3.1
.87
Program entry in 2008 or later
16
3.2
.69
Legal issues: Educational Disabilities
Program entry in 2005 and earlier
34
3.8
.36
Program entry in 2006 or 2007
17
3.8
.56
Program entry in 2008 or later
16
3.9
.34
Educational Psychology
Program entry in 2005 and earlier
34
3.1
.79
Program entry in 2006 or 2007
17
2.4
1.06
Program entry in 2008 or later
16
2.9
.62
Exceptional Children
Program entry in 2005 and earlier
34
3.4
.58
Program entry in 2006 or 2007
17
3.1
.97
Program entry in 2008 or later
16
3.4
.79
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Table 13 (continued)
________________________________________________________________________
Course
Degree Program
N
Mean
Stand Dev
Social, Emotional, Behavioral Assessments and Interventions
Program entry in 2005 and earlier
34
3.7
.68
Program entry in 2006 or 2007
17
3.5
.72
Program entry in 2008 or later
16
3.8
.54
Assessment of Infants and Preschool Children
Program entry in 2005 and earlier
34
3.0
.98
Program entry in 2006 or 2007
17
2.8
1.03
Program entry in 2008 or later
16
3.1
.96
Psychology of Learning
Program entry in 2005 and earlier
34
2.7
1.01
Program entry in 2006 or 2007
17
2.1
1.07
Program entry in 2008 or later
16
2.7
.70
Human Development
Program entry in 2005 and earlier
34
2.5
.94
Program entry in 2006 or 2007
17
2.2
1.00
Program entry in 2008 or later
16
2.9
.78
Biological Foundations of Behavioral Science
Program entry in 2005 and earlier
34
2.6
.81
Program entry in 2006 or 2007
17
2.8
.86
Program entry in 2008 or later
16
2.9
.54
________________________________________________________________________

In addition to examining alumni ratings of the 13 core program courses, alumni
ratings of all Loyola courses within eight NASP domains for professional practice by
alumni beginning their graduate study prior to 2005, in 2006 or 2007, and after 2008
were also analyzed. Mean ratings of courses within the eight NASP domains for each of
the three groups of alumni are included here in Table 14. Course ratings by alumni who
began the Loyola program in 2008 and later were equal to or higher for all eight NASP
domains than mean ratings by alumni beginning the program in 2007 or earlier.
However differences between the mean ratings for alumni beginning the program
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before 2005, in 2006 and 2007, and after 2008 were quite small and reached the
threshold for statistical significance only for ratings of courses in the Behavior
Intervention and Mental Health Service Delivery domain for professional practice. The
Kruskal-Wallis Chi2 value of 6.402(2) was significant at the p = .041 level. Alumni
beginning Loyola’s program in 2008 and later rated coursework within this domain as
significantly more effective in preparing them for their professional roles than did
alumni from previous years of Loyola’s program.
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Table 14. Mean Ratings of Coursework in Each NASP Domain for Alumni Practitioners by
Date of Program Entry
________________________________________________________________________
Course
N
Mean
Stand Dev
Data-based decision making
Program entry in 2005 and earlier
34
3.7
.52
Program entry in 2006 or 2007
17
3.7
.57
Program entry in 2008 or later
16
3.9
.33
Consultation and collaboration
Program entry in 2005 and earlier
34
3.6
.69
Program entry in 2006 or 2007
17
3.6
.60
Program entry in 2008 or later
16
3.9
.33
Academic intervention design and implementation
Program entry in 2005 and earlier
34
3.3
.79
Program entry in 2006 or 2007
17
3.4
.69
Program entry in 2008 or later
16
3.4
.50
Behavior intervention and mental health service delivery
Program entry in 2005 and earlier
34
3.3
.67
Program entry in 2006 or 2007
17
3.1
.68
Program entry in 2008 or later
16
3.7
.46
Involvement in school systems, organizational services
Program entry in 2005 and earlier
34
3.2
.80
Program entry in 2006 or 2007
17
3.4
.76
Program entry in 2008 or later
16
3.4
.70
Multi-tiered prevention and crisis intervention
Program entry in 2005 and earlier
34
3.1
.73
Program entry in 2006 or 2007
17
3.4
.68
Program entry in 2008 or later
16
3.6
.60
Family-school collaboration
Program entry in 2005 and earlier
34
2.9
.74
Program entry in 2006 or 2007
17
3.0
.91
Program entry in 2008 or later
16
3.3
.58
Research and program evaluation
Program entry in 2005 and earlier
34
2.8
.92
Program entry in 2006 or 2007
17
3.0
.77
Program entry in 2008 or later
16
3.2
.81
________________________________________________________________________
Alumni self-ratings of knowledge and skills in each of the eight social justice
advocacy competencies set forth by the American Counseling Association (ACA) were
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analyzed to provide a measure of whether an increased focus on social justice advocacy
embedded in the Loyola training program since 2006 was associated with an increasing
perception of competence in these areas for alumni practitioners. Table 15 shows
alumni self-ratings for practitioners who entered the Loyola program before 2005, in
2006 and 2007, and after 2008. Self-ratings were provided on a 3-point scale, with a
rating of 1 indicating the respondent felt they were “Not at all knowledgeable,” or “Not
at all skilled,” a rating of 2 indicating the respondent felt they were “Somewhat
knowledgeable,” or “Somewhat skilled,” and a rating of 3 indicating the respondent felt
they were “Extremely knowledgeable,” or “Extremely skilled.”
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Table 15. Mean Self-Ratings of Knowledge and Skills in ACA Social Justice Advocacy
Competencies by Date of Program Entry
________________________________________________________________________
ACA Social Justice Advocacy Competency
N
Mean
Stand Dev
Identifying student strengths and resources - Knowledge
Program entry in 2005 and earlier
34
2.6
.49
Program entry in 2006 or 2007
17
2.7
.47
Program entry in 2008 or later
16
2.6
.47
Identifying student strengths and resources - Skills
Program entry in 2005 and earlier
34
2.6
.47
Program entry in 2006 or 2007
17
2.7
.46
Program entry in 2008 or later
16
2.4
.51
Supporting students to develop self-advocacy skills - Knowledge
Program entry in 2005 and earlier
34
2.3
.52
Program entry in 2006 or 2007
17
2.5
.62
Program entry in 2008 or later
16
2.5
.63
Supporting students to develop self-advocacy skills - Skills
Program entry in 2005 and earlier
34
2.3
.52
Program entry in 2006 or 2007
17
2.3
.56
Program entry in 2008 or later
16
2.3
.70
Identifying environmental factors that impinge on student development - Knowledge
Program entry in 2005 and earlier
34
2.6
.48
Program entry in 2006 or 2007
17
2.5
.51
Program entry in 2008 or later
16
2.8
.40
Identifying environmental factors that impinge on student development - Skills
Program entry in 2005 and earlier
34
2.5
.49
Program entry in 2006 or 2007
17
2.3
.47
Program entry in 2008 or later
16
2.5
.63
Collaborating with community or school groups for advocacy purposes - Knowledge
Program entry in 2005 and earlier
34
2.2
.50
Program entry in 2006 or 2007
17
1.9
.43
Program entry in 2008 or later
16
2.4
.50
Collaborating with community or school groups for advocacy purposes - Skills
Program entry in 2005 and earlier
34
2.1
.54
Program entry in 2006 or 2007
17
1.9
.34
Program entry in 2008 or later
16
2.1
.68
Analyzing sources of political and social power within a system - Knowledge
Program entry in 2005 and earlier
34
2.0
.58
Program entry in 2006 or 2007
17
2.0
.50
Program entry in 2008 or later
16
2.3
.68
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Table 15 (continued)
________________________________________________________________________
ACA Social Justice Advocacy Competency
N
Mean
Stand Dev
Analyzing sources of political and social power within a system - Skills
Program entry in 2005 and earlier
34
1.9
.67
Program entry in 2006 or 2007
17
2.0
.50
Program entry in 2008 or later
16
1.9
.68
Preparing educational materials explaining environmental factors impacting human
development - Knowledge
Program entry in 2005 and earlier
34
2.2
.59
Program entry in 2006 or 2007
17
2.1
.56
Program entry in 2008 or later
16
2.2
.54
Preparing educational materials explaining environmental factors impacting human
development - Skills
Program entry in 2005 and earlier
34
2.2
.56
Program entry in 2006 or 2007
17
2.0
.50
Program entry in 2008 or later
16
1.9
.68
Distinguishing problems related to social justice that can best be resolved through social
or political action - Knowledge
Program entry in 2005 and earlier
34
2.1
.55
Program entry in 2006 or 2007
17
2.2
.44
Program entry in 2008 or later
16
2.1
.62
Distinguishing problems related to social justice that can best be resolved through social
or political action - Skills
Program entry in 2005 and earlier
34
1.9
.57
Program entry in 2006 or 2007
17
2.1
.43
Program entry in 2008 or later
16
1.9
.62
Identifying appropriate mechanisms and avenues for addressing problems related to
social justice - Knowledge
Program entry in 2005 and earlier
34
1.9
.49
Program entry in 2006 or 2007
17
2.3
.59
Program entry in 2008 or later
16
2.1
.68
Identifying appropriate mechanisms and avenues for addressing problems related to
social justice - Skills
Program entry in 2005 and earlier
34
1.9
.51
Program entry in 2006 or 2007
17
2.0
.61
Program entry in 2008 or later
16
1.8
.66
________________________________________________________________________
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Mean self-ratings for knowledge and skills in the eight ACA social justice
advocacy competencies varied only slightly for alumni practitioners beginning the Loyola
program in 2005 and earlier, in 2006 and 2007, and in 2008 and later. Alumni selfratings showed a positive trend over time for only two domains: knowledge of
supporting students to develop self-advocacy skills, and knowledge of analyzing sources
of political and social power within a system. For each of these ACA social justice
advocacy competencies, alumni self-ratings were higher for alumni who entered the
Loyola program more recently. Mean differences between alumni groups reached the
threshold for statistical significance only for knowledge of collaborating with community
or school groups for advocacy purposes (Kruskal-Wallis Chi2 = 6.039(2), p = .049). For
this area of competency, the most recent Loyola program graduates felt the most
confident in their knowledge, followed by those who entered the program prior to 2005,
and finally by those who entered the program in 2006 or 2007.
The requirement for students in the school psychology program at Loyola to
complete a 100-hour service-learning project in schools within the Chicago community
was added beginning in 2006, and there have been significant revisions to the
requirements each year since. While initially the focus of the service-learning experience
was to gain general exposure to school environments and to participate in academic
data collection in student-selected sites, in recent years the focus has shifted toward
greater emphasis on experiences in social justice advocacy and participation in preselected projects and sites. Analysis of alumni ratings of the effectiveness of this field
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experience in preparing practitioners for their professional roles was completed as
another measure of the potential impact of additions and changes to the Loyola
program’s focus on social justice advocacy. Effectiveness ratings were provided on a 4point scale, ranging from 1 (unrelated to effective preparation) to 4 (very much related
to effective preparation. A summary of alumni ratings by the 28 respondents who
completed the service-learning field experience is included here in Table 16.
Table 16. Alumni Practitioner Ratings of Effectiveness of Service-Learning Field
Experience
________________________________________________________________________
Effectiveness Rating by Alumni Practitioners (N=28)
Frequency
Percent
Very much related to effective preparation
12
42.9%
Somewhat related to effective preparation
12
42.9%
Somewhat unrelated to effective preparation
3
10.7%
Unrelated to effective preparation
1
3.6%
________________________________________________________________________

As can be seen in Table 16, an equal number of alumni felt the service-learning
field experience was very much related to effective preparation as those who felt it was
only somewhat related to effective preparation for their professional roles. Mean
effectiveness ratings between 1.0 and 1.5 indicate respondents felt the service-learning
field experience was unrelated to effective preparation for professional roles; ratings
between 1.5 and 2.5 were somewhat unrelated to effective preparation; ratings
between 2.5 and 3.5 were somewhat related to effective preparation; and ratings above
3.5 indicate respondents felt their service-learning field experience was very much
related to effective preparation for their current professional roles. The overall mean
effectiveness rating for the service-learning field experience was 3.3 (SD = .78),
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indicating that, on average, alumni practitioners who completed the service-learning
field experience requirement felt that it was somewhat effective in preparing them for
their later professional roles.
Examination of alumni ratings of their service-learning field experience by date
of program entry did indicate differences in ratings over time. However, ratings did not
vary in a linear fashion with respect to time. Mean ratings are shown here in Table 17.

Table 17. Mean Ratings of Effectiveness of Service-Learning Field Experience by Date of
Program Entry
________________________________________________________________________
Date of Program Entry
N
Mean
Standard
Deviation
Program entry in 2005 and earlier
9
3.4
.96
Program entry in 2006 or 2007
8
2.8
.43
Program entry in 2008 or later
11
3.5
.66
________________________________________________________________________
Alumni who completed their service-learning field experience in more recent
years rated the experience as slightly more related to effective preparation than did
alumni from previous years. Alumni who began the program in 2006 and 2007, when
the service-learning requirement was first implemented and in its infancy, rated the
experience as least related to effective preparation for professional roles. As noted
above, requirements during these two years corresponded to the focus on academic
data collection and obtaining general experience in school environments.
Ratings of the overall Loyola program for alumni by date of program entry were
examined to provide a global measure of whether changes to coursework and training
program foci impacted alumni practitioners’ view of the effectiveness of their graduate
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training in preparing them for their professional roles. Ratings were provided on a 5point scale a summary of alumni ratings for each of the three groups is included in Table
18 below. For all groups, the largest percentage of alumni felt that the overall program
left them extremely well prepared for their professional roles. The mean rating of the
overall Loyola program was higher for alumni entering the program in 2008 and later as
compared to ratings by alumni beginning the program in 2007 and earlier. In addition,
an increasing percentage of alumni indicated that they were extremely well prepared
for their professional roles over time. However, the differences in mean ratings for the
three groups were quite small and did not reach the threshold for statistical significance.
Table 18. Alumni Practitioner Ratings of Overall Loyola Program Effectiveness by Date of
Program Entry
________________________________________________________________________
Effectiveness Rating by
Frequency
Percent
M
SD
Alumni Practitioners
Program entry in 2005 and earlier (N = 34)
4.3
.84
Extremely well-prepared
16
47.1%
Somewhat well-prepared
14
41.2%
Adequately prepared
2
5.9%
Somewhat unprepared
2
5.9%
Extremely unprepared
0
0.0%
Program entry in 2006 or 2007
(N = 17)
4.4
.87
Extremely well-prepared
10
58.8%
Somewhat well-prepared
5
29.4%
Adequately prepared
1
5.9%
Somewhat unprepared
1
5.9%
Extremely unprepared
0
0.0%
Program entry in 2008 or later
(N = 16)
4.6
.50
Extremely well-prepared
10
62.5%
Somewhat well-prepared
6
37.5%
Adequately prepared
0
0.0%
Somewhat unprepared
0
0.0%
Extremely unprepared
0
0.0%
________________________________________________________________________
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Alumni self-ratings of knowledge and skills in each NASP domain were further
analyzed to provide a measure of whether changes made to courses and training
program foci in 2006 and after 2008 impacted observed alumni ratings of their
knowledge and skills for any of the ten NASP domains for professional competence.
Table 19 shows alumni self-ratings for practitioners who entered the Loyola program
before 2005, in 2006 and 2007, and after 2008. Self-ratings were provided on a 3-point
scale, with a rating of 1 indicating the respondent felt they were “Not at all
knowledgeable,” or “Not at all skilled,” a rating of 2 indicating the respondent felt they
were “Somewhat knowledgeable,” or “Somewhat skilled,” and a rating of 3 indicating
the respondent felt they were “Extremely knowledgeable,” or “Extremely skilled.”

Table 19. Mean Self-Ratings of Knowledge and Skills in 2010 NASP Domains by Date of
Program Entry
________________________________________________________________________
NASP Domain
N
Mean
Stand Dev
Data-based decision making - Knowledge
Program entry in 2005 and earlier
34
2.6
.49
Program entry in 2006 or 2007
17
2.8
.39
Program entry in 2008 or later
16
2.7
.48
Data-based decision making - Skills
Program entry in 2005 and earlier
34
2.5
.51
Program entry in 2006 or 2007
17
2.6
.49
Program entry in 2008 or later
16
2.4
.51
Consultation and collaboration - Knowledge
Program entry in 2005 and earlier
34
2.6
.49
Program entry in 2006 or 2007
17
2.6
.49
Program entry in 2008 or later
16
2.5
.52
Consultation and collaboration - Skills
Program entry in 2005 and earlier
34
2.5
.51
Program entry in 2006 or 2007
17
2.6
.49
Program entry in 2008 or later
16
2.4
.51
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Table 19 (continued)
________________________________________________________________________
NASP Domain
N
Mean
Stand Dev
Interventions and instructional support for academic skills - Knowledge
Program entry in 2005 and earlier
34
2.3
.47
Program entry in 2006 or 2007
17
2.2
.44
Program entry in 2008 or later
16
2.4
.50
Interventions and instructional support for academic skills - Skills
Program entry in 2005 and earlier
34
2.3
.51
Program entry in 2006 or 2007
17
2.0
.36
Program entry in 2008 or later
16
2.2
.40
Interventions and mental health services to develop social and life skills - Knowledge
Program entry in 2005 and earlier
34
2.3
.47
Program entry in 2006 or 2007
17
2.3
.47
Program entry in 2008 or later
16
2.6
.51
Interventions and mental health services to develop social and life skills - Skills
Program entry in 2005 and earlier
34
2.2
.50
Program entry in 2006 or 2007
17
2.1
.48
Program entry in 2008 or later
16
2.4
.50
Involvement in school-wide practices to promote learning - Knowledge
Program entry in 2005 and earlier
34
2.4
.50
Program entry in 2006 or 2007
17
2.3
.59
Program entry in 2008 or later
16
2.2
.54
Involvement in school-wide practices to promote learning - Skills
Program entry in 2005 and earlier
34
2.3
.45
Program entry in 2006 or 2007
17
2.0
.56
Program entry in 2008 or later
16
2.1
.50
Engagement in preventive and responsive services - Knowledge
Program entry in 2005 and earlier
34
2.2
.46
Program entry in 2006 or 2007
17
2.4
.51
Program entry in 2008 or later
16
2.6
.51
Engagement in preventive and responsive services - Skills
Program entry in 2005 and earlier
34
2.2
.46
Program entry in 2006 or 2007
17
2.2
.43
Program entry in 2008 or later
16
2.4
.62
Supporting family-school collaboration - Knowledge
Program entry in 2005 and earlier
34
2.4
.49
Program entry in 2006 or 2007
17
2.3
.47
Program entry in 2008 or later
16
2.5
.63
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Table 19 (continued)
________________________________________________________________________
NASP Domain
N
Mean
Stand Dev
Supporting family-school collaboration - Skills
Program entry in 2005 and earlier
34
2.3
.58
Program entry in 2006 or 2007
17
2.3
.43
Program entry in 2008 or later
16
2.3
.68
Meeting the needs of diverse learners - Knowledge
Program entry in 2005 and earlier
34
2.6
.49
Program entry in 2006 or 2007
17
2.6
.51
Program entry in 2008 or later
16
2.4
.51
Meeting the needs of diverse learners - Skills
Program entry in 2005 and earlier
34
2.6
.51
Program entry in 2006 or 2007
17
2.6
.48
Program entry in 2008 or later
16
2.4
.68
Research and program evaluation - Knowledge
Program entry in 2005 and earlier
34
2.2
.46
Program entry in 2006 or 2007
17
2.1
.33
Program entry in 2008 or later
16
2.2
.54
Research and program evaluation - Skills
Program entry in 2005 and earlier
34
2.1
.57
Program entry in 2006 or 2007
17
2.1
.48
Program entry in 2008 or later
16
1.9
.57
Engaging in legal, ethical, and professional practice - Knowledge
Program entry in 2005 and earlier
34
2.8
.39
Program entry in 2006 or 2007
17
2.8
.39
Program entry in 2008 or later
16
2.7
.48
Engaging in legal, ethical, and professional practice - Skills
Program entry in 2005 and earlier
34
2.7
.45
Program entry in 2006 or 2007
17
2.7
.43
Program entry in 2008 or later
16
2.6
.50
________________________________________________________________________

Mean self-ratings for knowledge and skills in the NASP domains varied only
slightly for alumni practitioners beginning the Loyola program in 2005 and earlier, in
2006 and 2007, and in 2008 and later. Alumni self-ratings showed a positive trend over
time for only two domains: knowledge of interventions and mental health services to
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develop social and life skills, and both knowledge and skills in engagement in preventive
and responsive services. For each of these NASP domain areas, alumni self-ratings were
higher for alumni who entered the Loyola program more recently. Mean differences
between alumni groups reached the threshold for statistical significance only for
knowledge of engagement in preventive and responsive services (Kruskal-Wallis Chi2 =
6.931(2), p = .031).
Ex Post Facto Data Analysis
Although research questions for the present study did not include examination
of differences in perspectives of graduate training for alumni practitioners working in
elementary versus high school settings, subsequent analysis of these ratings was
completed ex post facto. Mean alumni ratings of the overall Loyola program were not
significantly different for alumni currently employed in schools serving children in
grades Preschool through 5th grade as compared to alumni employed in middle schools
and high schools.

CHAPTER FIVE
DISCUSSION
This chapter provides a summary of this study and a discussion of the findings as
well as the potential implications of these findings. Additionally, the limitations of the
study are discussed and recommendations for further study on this topic are presented.
Summary
The primary purpose of this study was to examine alumni practitioners’
perspectives of the effectiveness of their coursework and fieldwork experiences in
preparing them for their professional roles as a school psychologist. The role of school
psychology practitioners is constantly changing, necessitating the need for graduate
training to change in response in order to better prepare psychologists for current
professional practice. The perspectives of alumni practitioners’ of the effectiveness of
their coursework and fieldwork experiences in preparing them for their professional
roles is crucial to examine as graduate trainers strive to close the gap between theory
and practice (Harrison et al., 2004).
For this study, practitioners’ view of their fieldwork training and perspectives of
the quality of their coursework and major program assignments were examined as
measures of the effectiveness of graduate training in preparing alumni for their
professional roles. Practitioners’ views of their professional roles within the primary
116
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domains of competence outlined by the National Association of School Psychologists in
2010 were studied in order to provide an additional measure of effectiveness of Loyola’s
NASP-approved graduate program in preparing alumni to take on their professional
roles in each area of competence. Differences between perspectives of training
provided by graduates of the doctoral and specialist degree programs Loyola over a
period of five years were measured, providing a specific comparison of practitioner
views of curricula and training experiences at multiple levels of graduate training.
Finally, alumni practitioners’ perspectives of coursework and field experiences added in
recent programmatic changes were examined in order to determine if these additions
and alterations to program foci have impacted practitioners’ views of the quality of their
graduate preparation.
Discussion of Findings and Implications
Effectiveness of Graduate Training in Preparing Alumni for Professional Roles
As previously noted, researchers have found concerns with the degree of
alignment between what is taught in university training programs and the skills that are
necessary for professional practice in school psychology (Meacham & Peckham, 1978,
Graden, Christenson, Ysseldyke, and Myers, 1984, Woody & Davenport, 1998, and
Harrison et al., 2004). The majority of alumni practitioner respondents for this study
indicated that all of the required program courses taken during their graduate study
were either somewhat or very much related to effective preparation. The courses
rated as most related to effective preparation for professional roles represent core
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competencies for school psychology practitioners: legal issues in special education,
academic assessment and interventions, traditional psychological assessments, and
social, emotional, and behavioral assessment and interventions for students. Similarly,
Loyola courses within the NASP domains of Consultation and Collaboration and Databased Decision Making were rated as most related to effective preparation and were
the two areas of practice in which alumni reported spending the highest percentage of
their time. It is not surprising that practitioners found the most value in their Loyola
coursework that provided practical skills and training in application of course concepts.
Alumni practitioners’ open-ended responses to recommendations for improving the
Loyola coursework echo this finding, with 29% of responses noting a need for greater
emphasis on practical applications of theoretical approaches discussed in program
courses.
The Loyola courses rated as least related to effective preparation address
foundational topics underlying school psychology practice; human development and the
psychology of learning. Open-ended responses noted that, for some students, these
courses were a repeat of similar courses completed during their undergraduate study,
or students felt these courses lacked rigor if they were taught by an adjunct faculty
member or faculty member from another department within the Loyola School of
Education. When considering all Loyola courses covering each of the NASP domains,
courses within the domains of Family-school Collaboration and Research and Program
Evaluation were rated as least related to effective preparation. These domains are the
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two areas of professional practice in which alumni reported spending the least
percentage of their time. Again, it is not surprising to observe that alumni found
courses providing key background knowledge and theoretical frameworks, as well as
those within domains not emphasized in their current roles, to be of less value among
their graduate training courses. Curricular areas recommended by alumni for added
coursework emphasis included behavioral interventions and counseling skills
(mentioned in 36% of responses) and academic assessments in specific curriculum areas
such as reading, writing, and mathematics (mentioned in 20% of responses).
Alumni ratings indicated that program assignments were somewhat or very
much related to effective preparation for professional roles. However, it is noteworthy
that the highest mean ratings were obtained for the Ph.D. Dissertation and Ph.D.
Comprehensive Examination, program assignments which are often more theoretical in
nature and involve less practical application. Additionally, these two assignments are
unique in that they are more self-directed in nature as compared to the largely
prescribed portfolio assignment requirements. Portfolio assignments, compiled during
field experiences and primarily consisting of work products generated through practical
tasks completed in schools, yielded the lowest mean ratings by alumni. Alumni
respondents’ open-ended responses recommending changes or additions to program
assignments to improve their effectiveness provide some explanation for this pattern.
Analysis of responses indicated that a majority of open-ended responses cited the
lengthy annotated bibliography portion of the portfolio assignments as the least
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effective of the portfolio components, and the section of the portfolio assignments most
in need of being changed or improved in order to increase their relatedness to effective
preparation for professional practice.
As previously noted, there is a lack of previous research examining the role of
fieldwork experiences in effective graduate preparation for professional roles despite
studies noting the importance of applied practice in developing graduates’ skills in areas
of core competency (Hellkamp, Zins, Ferguson, & Hodge, 1998; Shapiro, 1991; Tarquin &
Truscott, 2006). For the current study, mean ratings for relatedness to effective
preparation for required field experiences, including the practicum, internship, specialty
practicum, and service-learning field experience, were quite high, with all field
experiences except for the service-learning experience rated as very much related to
effective preparation for professional roles. Open-ended responses by alumni support
the overall extremely positive perception of completed practicum and internship field
experiences. Of the 33 respondents providing additional comments on their practicum
experience, 51% were positive comments, 30% were negative, and another 21%
provided neutral commentary of their practicum experience including
recommendations for professional experiences to improve preparation for professional
practice for current and future Loyola students during their practicum fieldwork. Openended responses related to internship were similarly distributed; of the 31 respondents
commenting on their internship experience, 54% provided positive comments, 25% gave
negative commentary, and 19% noted neutral changes or additions which could
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improve preparation for professional practice during the internship fieldwork for
current and future Loyola students.
Ratings for the service-learning field experience, which was rated on average as
somewhat related to effective preparation, are likely tied to changes in focus and
requirements for this field experience made during the years in which alumni
respondents attended Loyola. It is not surprising, then, to see the variation in alumni
perspectives of the relatedness of their experience to effective preparation. The lowest
ratings were made by alumni beginning the program in 2006 and 2007, when the
service-learning experience was most often completed through classroom observations
and collection of reading curriculum based measurement data in metropolitan school
districts in and around Chicago. Open-ended responses from alumni in these cohorts
confirm that their experiences were characterized in this manner and they felt it could
be improved by providing a greater variety of experiences and facilitated access to sites
in the Chicago Public Schools. These recommendations are reflected in the actual
changes made to the service-learning requirements by program faculty and the shift in
focus toward greater emphasis on social justice advocacy. While ratings from alumni
beginning in 2008 and later, who would have completed the revised version of the
service-learning experience, were the highest among the three groups of alumni, they
were not significantly different from ratings by alumni who began the program in 2005
or earlier. There were no open-ended responses elaborating on ratings of the service-
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learning experience by alumni respondents from this period of program entry, so it is
unclear to what the higher ratings can be attributed.
When asked to consider all aspects of their graduate training at Loyola and its
relatedness to effective preparation, the majority of alumni practitioners indicated that
they were extremely well-prepared to take on their professional roles. Ninety-one
percent of alumni respondents indicated they were either somewhat or extremely well
prepared. Given the numerous changes made to coursework, field experiences, and
changeover in program faculty of the Loyola program during the years encompassed by
this study, it is noteworthy that the perception of alumni practitioners is quite positive
with regard to the overall effectiveness of their training in preparing them for their
professional roles. Alumni self-ratings of their knowledge and skills within each NASP
domain for professional practice indicated that many Loyola alumni feel they are
extremely knowledgeable in several core competencies, including data-based decision
making, consultation and collaboration, meeting the needs of diverse learners, and
engaging in legal, ethical, and professional practice. A smaller majority of alumni
reported feeling extremely skilled in three of these domains for practice, including databased decision making, consultation and collaboration, and engaging in legal, ethical,
and professional practice. It should be noted that alumni reported spending the
greatest percentage of their professional time in the areas of data-based decision
making and consultation and collaboration. Therefore, it can be concluded that the
majority of Loyola school psychology graduates feel well equipped to manage the
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professional roles they are most commonly called upon to fulfill as practitioners.
Differences Between Specialist and Doctoral Alumni Perception of Training
Effectiveness
Consistent with prior studies (Brown & Minke, 1986; Reschly & Wilson, 1997) of
the differences between specialist and doctoral level graduate training, doctoral alumni
participants in this study completed additional coursework in research methodology,
school systems consultation, and electives in other areas of specialization such as
educational leadership, research methodology, curriculum and instruction, and mental
health in the schools. Also consistent with previous studies are the requirements for
Loyola doctoral students to complete a larger number of supervised field experiences as
compared to specialist level students. Overall, however, the present study confirms
findings from earlier studies noting that there is substantial overlap between graduate
coursework requirements for doctoral and specialist level students (Reschly & Wilson,
1997).
Although doctoral and specialist level alumni rated courses similarly, doctoral
level rated the majority of core Loyola courses as more related to effective preparation
than did specialist level alumni. Significantly higher ratings of the Biological Foundations
of Behavioral Science course by doctoral students could be attributed to the content of
the course, which includes the neurological processes underlying student behaviors,
pharmacological treatments most commonly prescribed to children and adolescents,
and analysis of psychological and neurological assessment data for the purposes of
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differential diagnosis. It may be argued that these topics are of higher interest for
doctoral students who are more likely to pursue post-graduate employment in a nonschool setting, where neurological assessment is more frequently utilized, in comparison
to their specialist level counterparts (Reschly & Wilson, 1997). Similarly, the four core
program courses rated as more related to effective preparation by specialist level
alumni address topics that are integral in professional practice in school settings,
including academic and behavioral assessment and intervention, psycho-educational
assessments used in schools, and foundational knowledge of core competencies and
professional ethics for school psychologists. There were no significant differences in
ratings of courses within each NASP domain for professional practice as rated by
doctoral and specialist alumni, although average ratings by doctoral alumni were
consistently equal to or higher than specialist ratings of Loyola courses and their
relatedness to effective preparation for professional roles. The economic theory of the
“sunk cost fallacy” could be associated with this observed trend, in that individuals who
put forth substantial time and financial resources toward an endeavor are more likely to
report positive outcomes of that endeavor, in this case graduate training in school
psychology, in order to avoid unpleasant feelings that their time and money was not
well-spent (Schacter, Gilbert, & Wegner, 2009).
The lack of significant differences in ratings of common required program
assignments by doctoral and specialist level alumni is perhaps unsurprising given that
the single common assignment, the M.Ed. portfolio, is completed during the first year of
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graduate study at Loyola. It is possible that the high degree of similarity in coursework
and program requirements during the first year of both degree programs at Loyola
impacted the consistency in ratings between doctoral and specialist level alumni. Openended responses by alumni from both groups indicated a consistently negative view of
the inclusion of annotated bibliographies of current research articles aligned with each
of the NASP Standards for Professional Practice in the requirements for portfolios
completed during the Loyola program. A larger percentage of specialist level alumni
than doctoral alumni indicated their view that the annotated bibliography component of
the portfolio was the least applicable component of the portfolio to preparation for
professional practice. In fact, of the 13 respondents who commented on the
bibliography portion of the portfolio, 12 were specialist level alumni and only one was a
doctoral level alumnus. Therefore, despite overall similar ratings of the M.Ed. portfolio,
specialist level alumni held a more negative view of the primary component of the
assignment. Given the fact that many more doctoral students than specialist level
students participate in research teams while studying at Loyola, and that doctoral
students complete additional coursework in research methodology, are required to
submit a research paper for presentation at a professional workshop or convention, are
required to submit a research paper for publication in a professional journal, and
complete a research-based dissertation study, it is unsurprising that doctoral students
had a more favorable perception of this portion of the required program portfolio
assignments.
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Alumni ratings of the practicum and internship field experiences by doctoral and
specialist level practitioners were nearly identical, and mean ratings for both groups for
both practicum and internship indicated that alumni felt their fieldwork experiences
were very much related to effective preparation for professional roles. Practicum
requirements for doctoral students and specialist level students are identical, which may
explain the consistency in the ratings between alumni from each degree program.
However, requirements for the doctoral level internship are more extensive than those
for the specialist level internship. Doctoral level interns complete an additional 800
hours of pre-service training, must apply for and complete an APA-approved internship
placement with a doctoral level internship supervisor, participate in monthly trainings
for the Illinois School Psychology Internship Consortium, and complete an additional
portfolio of professional work products for the Internship Consortium as well as the
portfolio assignment required by the Loyola program. These differences in the
requirements for internship experiences between the two degree programs may
provide an explanation for the slightly lower mean rating for doctoral alumni. However,
open-ended responses for doctoral alumni commenting on internship experiences were
all positive, suggesting that doctoral students viewed the additional requirements
associated with the internship experience as contributory to their effective preparation
for future professional roles.
As noted in the review of literature examined for this study, there is a lack of
research studies providing a comparison of practitioner perceptions of graduate training
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for school psychology alumni from doctoral and specialist degree programs. The
present study found significant differences in the overall ratings of graduate training and
its relatedness to effective preparation for professional roles between graduates of
Loyola’s doctoral and specialist degree programs. Doctoral alumni practitioners
indicated they were significantly more prepared for their professional roles than did
specialist level alumni practitioners. Given the substantial overlap between the two
degree programs at Loyola, it is important to consider the key differences that
distinguish the graduate training for doctoral students in comparison to the training
provided to their specialist level counterparts. Analysis of ratings of additional program
assignments and field experiences completed by the doctoral students indicated that
only doctoral alumni ratings of the relatedness of their dissertation study to effective
preparation for their professional roles was significantly predictive of these
practitioners’ ratings of the overall Loyola program. However, given the small sample
size of the doctoral alumni included in this study (N = 14), this correlation should be
interpreted with caution.
Doctoral level alumni rated themselves as equal to or more knowledgeable and
skilled in each of the eight NASP domains for professional practice in comparison to
ratings by specialist level alumni. Significantly higher ratings by doctoral alumni for their
knowledge of school-wide practices to promote learning and their skills in research an
program evaluation as compared to their specialist counterparts is likely due to
additional coursework in systems-level consultation and research methodology
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completed by doctoral students during their graduate training.
Alumni Perspectives of Effectiveness of Recent Changes and Additions to Graduate
Training Program
As discussed in the review of the literature, several studies have noted the need
for school psychology graduate training programs to adapt coursework and program foci
to better align with the primary professional roles of practitioners (Woody & Davenport,
1998; Guest, 2000; Harrison et al., 2004; Daly, 2007). Researchers and leaders in the
field of school psychology have called for expansion of the role and function of school
psychologists, beginning with changes to graduate training to increase coursework and
fieldwork in the areas of consultation, prevention and intervention services, and
strategies for collaborating with families as well as administrators and other education
professionals.
During the years included in this study, the Loyola school psychology degree
programs underwent changes and additions to course sequence, changes and additions
to program assignments and requirements, and addition of new program faculty with
diverse areas of expertise. The most significant changes occurring during this time
included the addition of coursework focusing on data-based decision making, academic
assessments and interventions, social justice and leadership, multicultural counseling,
and systems consultation. Also during this time, the service-learning field experience
requirement was added as a program requirement. Finally, several core program
faculty left or retired in 2005 and three new faculty members were added in 2006, 2008,
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and 2010, bringing expertise in the areas of social justice, counseling and
psychotherapy, consultation, as well as academic curricula, assessment, and
interventions. Alumni ratings of various program components, provided by graduates
throughout this time period, were used to determine what impact these changes have
had, if any, on the effectiveness of the Loyola program in preparing alumni for the
professional roles.
Higher mean course ratings by alumni with a later date of program entry than
ratings by alumni with an earlier date of program entry for 7 of the 13 core program
courses suggests that changes and additions made to these courses during the time
period studied may be associated with more effective preparation for professional roles
as practitioners. However, only alumni ratings of the effectiveness of the Personality
Assessment course were significantly higher over time, which indicates that higher
ratings for the other six core course could have increased purely by chance or due to
intervening variables such as differences between student cohorts, different faculty
members teaching the same course during different school years, or a recency effect.
The Personality Assessment course was primarily taught by an adjunct faculty member
during the years studied and the content, assignments, requirements and overall quality
of the course likely varied more over time in comparison to courses taught by a full-time
faculty member as a result. In recent years the course was taught by a veteran, clinically
licensed doctoral school psychologist with many years of experience working in a school
setting with students who have emotional and behavioral problems, so it is logical to
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conclude that higher ratings by recent alumni are due to the addition of this adjunct
instructor for the course.
A similar trend for course ratings as described above was also found in alumni
ratings of Loyola courses within each of the NASP domains, with alumni entering the
program in 2008 or later rating coursework as equally or more related to effective
preparation than rated by alumni beginning their graduate study in previous years.
However, only ratings of courses in the Behavior Intervention and Mental Health Service
Delivery domain provided by alumni from 2008 and after were significantly higher than
ratings by alumni from previous years. The change in these ratings over time is likely
due to course revisions made in recent years and the addition of adjunct instructors
with expertise in behavioral assessment and intervention, increasing the emphasis on
behavior in Loyola courses.
While Loyola’s graduate school psychology programs have always included a
focus on the Jesuit mission of social justice in education, recent changes to coursework,
fieldwork, and program requirements have enhanced this focus. As a measure of any
potential impact of these changes to the relatedness of program components to
effective preparation for professional roles, alumni self-ratings of knowledge and skills
within each of the eight social justice advocacy competencies set forth by the American
Counseling Associate were examined. Ratings by Loyola alumni from recent years, who
attended the program when an added emphasis on social justice was in effect, were not
consistently higher that ratings of knowledge and skills in these same areas of
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competency by alumni from previous years, before the additional emphasis on social
justice advocacy within program components. Ratings by alumni from 2008 and later
were significantly higher than ratings by previous alumni only in the area of competence
in knowledge of collaborating with community or school groups for advocacy purposes.
This is likely due to content included in additional coursework and fieldwork experiences
related to social justice advocacy specifically addressing collaboration with community
and school groups for the purposes of supporting advocacy for students.
The additional 100-hour service-learning project was first included in the Loyola
graduate programs in school psychology during the 2006-2007 school year. As
previously mentioned, the requirements for the fieldwork experience and placement
options open to students varied during subsequent years. Given its recent addition to
the Loyola program, only 28 of the 67 alumni respondents reported completing the
fieldwork requirement during their graduate study. Average ratings of the servicelearning fieldwork indicated that these students felt it was somewhat related to
effective preparation for their professional roles, despite this variation in placement and
fieldwork requirements. Alumni who completed their service-learning field experience
in more recent years rated the experience as slightly more related to effective
preparation than did alumni from previous years. Alumni who began the program in
2006 and 2007, when the service-learning requirement was newly implemented, rated
the experience as least related to effective preparation for professional roles. As
previously discussed, requirements for the service-learning experience during these two
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years corresponded to the focus on academic data collection and obtaining general
experience in school environments. Open-ended responses commenting on the servicelearning experience by alumni from 2006 and 2007 support the conclusion that lower
ratings of the effectiveness of the their fieldwork experience may be attributed to the
limited scope of possible placements and primary focus on supporting academic
curriculum based measurement data collection rather than on advocacy for social
justice.
There were no significant differences in mean ratings of the overall Loyola
program between alumni entering the program prior to 2005, in 2006 and 2007, and
after 2008, although mean ratings of program effectiveness in preparing alumni
practitioners did increase over the time period measured. While the overall increase in
mean ratings was not significant, the increasing percentage of alumni practitioners
indicating they were extremely well-prepared for professional practice after completing
their Loyola graduate training is noteworthy given the small size of the groups of
respondents being compared and lack of significance testing for individual group mean
comparisons when using non-parametric statistics. Specifically, 47.1% of alumni
entering the program in 2005 and earlier indicated they were extremely well-prepared,
compared to 58.8% of alumni beginning in 2006 and 2007, and 62.5% of alumni entering
the program in 2008 and later. Therefore, overall impressions of graduate training at
Loyola were consistently positive for alumni from each year included in this study, and
increasingly positive for alumni ratings of their training over the course of the time
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period studied.
An additional outcome measure of preparedness of alumni to take on
professional roles after their graduate study at Loyola, alumni ratings of their knowledge
and skills in each of the 2010 NASP domains for professional practice were compared for
alumni entering the program throughout the time period included in this study. Alumni
from 2008 and after reported significantly higher ratings of their knowledge of
engagement in preventive and responsive service delivery in comparison to alumni from
previous years. This is likely due to added emphasis on responsive service delivery
increasingly included in Loyola coursework and the more widespread use of tiered
service delivery models for academic and behavioral concerns in schools where Loyola
students complete required fieldwork experiences.
Implications of the Present Study
Findings from the present study provide recent information from alumni school
psychology practitioners about many aspects of their graduate training, including
coursework, fieldwork experiences, core program assignments, and overall effectiveness
of their training in preparing them for their current roles as professionals. Examination
of alumni perspectives has implications for the Loyola school psychology degree
programs as well as graduate trainers in school psychology as they seek to more closely
align graduate training with the roles and expectations of practitioners in schools.
Additionally, comparison of ratings of program components by doctoral and specialist
level practitioners can guide graduate trainers of each type of degree program in school
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psychology to better understand the unique needs of their students as they enter the
field. Finally, examination of ratings for alumni over time may clarify whether changes
to coursework and training program foci have an impact on alignment between
graduate preparation and professional roles during the years immediately following
such programmatic changes.
The most noteworthy finding of the present study for graduate trainers in school
psychology is that alumni practitioner ratings and open-ended responses support
findings from previous studies that graduate training in school psychology should
continue to shift toward greater emphasis on practical applications of theoretical
frameworks for school psychological services. This is underscored by the relationship
between higher alumni ratings of effectiveness for core program components
specifically addressing areas of core competence including consultation and
collaboration as well as data-based decision making. Additional support for this
conclusion was found in alumni ratings of core program assignments. Portfolio work
products completed during fieldwork experiences were much more favorably rated by
alumni than portfolio components requiring students to read, summarize, and interpret
findings of research studies related to each of the NASP domains for professional
practice. Most notably, alumni ratings of fieldwork including the practicum and
internship experiences, which provide the most opportunity for students to apply their
knowledge and training in theoretical approaches to service delivery, yielded the highest
means when compared to ratings of other program components.
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Perhaps the most noteworthy finding of the present study for Loyola school
psychology graduate trainers is the overwhelmingly positive perspectives of training
reported by alumni practitioners. More than half of alumni practitioners reported
being extremely well-prepared for their professional roles, and more than 90% of
alumni reported being somewhat or extremely well-prepared for their professional roles
as practitioners after completing their graduate study. Higher ratings of overall program
effectiveness by doctoral alumni than by specialist level alumni may be attributed to the
additional coursework, fieldwork, and program requirements completed by doctoral
students. Given that the majority of doctoral level alumni are working in school settings
as school psychologists (64.3%), these practitioners have acquired more training than
their specialist level colleagues to fulfill the same primary roles. Changes and additions
to Loyola coursework were made to provide students with an increased emphasis in
consultation and collaboration, multicultural counseling, and data-based decision
making within a tiered model of service delivery. Of these areas of coursework
emphasis, two were noted by alumni to be among the most related to effective
preparation for professional roles: consultation and collaboration and data-based
decision-making. Continued emphasis in these areas of competence is recommended
given the positive feedback from alumni and calls from researchers and leaders in the
field of school psychology to increase graduate training in these domains. Additional
coursework and field experiences emphasizing social justice advocacy were not
associated with higher ratings of knowledge and skills in several areas of competence in
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social justice advocacy by alumni recently completing Loyola’s graduate training.
However, it should be noted that implementation of these changes to program focus
and coursework had been initiated was in its infancy during the time examined for this
study and further study of the practical applications of training in this area of emphasis
is a topic that warrants further study.
Limitations
The size and scope of the sample of participants in this study is the most
significant limitation of the present study. For this study, alumni practitioners who
graduated from the doctoral and specialist programs at a single university in Illinois over
the course of a five-year period were the potential participants. Although the final
sample of 72 partial and 67 complete survey respondents represents a better than
average response rate for an email survey, the overall small sample size of students at
only one university does limit the generalizability of findings from this study in
application to school psychology practitioners completing their university training in
other programs. However, it should be noted that alignment of program components
with NASP standards, as verified through the process of NASP program approval and
NCATE accreditation, should allow for comparisons to graduates from other NASPapproved, NCATE-accredited programs.
For many survey items included in the present study, the decision was made to
use three, four, or five point scales in order to make it easier for respondents to
sufficiently differentiate between descriptors for each point in the scale. However, it is
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possible that the reduced number of choices in descriptors for graduate training
program components contributed to the restricted variance in alumni ratings for these
items.
Finally, the present study incorporated retrospective ratings of graduate training
completed by alumni within the past ten years. Retrospective studies are less valid than
concurrent observation and a prospective study examining current student perspectives
of graduate program components as well as follow-up measures of the professional
roles for the same individuals could provide valuable information to supplement the
findings described here.
Future Directions
As noted in the review of the literature completed for this study, there is a lack
of recent studies examining alumni perspectives of graduate training in school
psychology. The present study provides a recent measure of alumni perspectives for
both doctoral and specialist level training at a single university training program.
However, in order to provide a more generalized examination of the alignment between
graduate training in school psychology and the professional roles of practitioners, it is
recommended that future research replicate the current study on a larger scale. Similar
findings from additional studies at multiple university training programs would add to
the generalizability of the results described here. Additionally, examination of alumni
ratings from a longer time period would provide a larger sample of potential
participants as well as a clearer picture of any observable trends in alumni perspectives
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as a result of programmatic changes. Further examination of differences in practitioner
perspectives of training between a larger sample of alumni working with elementary age
children and those working in middle and high schools is also encouraged.
The present study provides an early measure of practitioner perspectives of the
2010 NASP domains for professional practice as they apply to professional roles. Given
that practitioners in this study reported spending, on average, 17.3% of their time
completing professional activities in areas other than those encompassed by the NASP
domains, further study in this area will serve to clarify whether this observation is
unique to participants for this study or is representative of school psychology
practitioners in general. Additionally, further study of the other activities practitioners
are engaging in could clarify whether the most recent revision to the NASP domains for
professional practice are adequately descriptive of current roles of practitioners in
schools.
Finally, in order to provide a measure of any potential correlation between
student perspectives of the quality of coursework and alumni perspectives of the same
coursework as it relates to professional roles, ratings of courses completed by students
immediately after finishing a course could be examined in combination with alumni
ratings of the relatedness of courses to professional roles as practitioners. This would
serve to clarify whether a relationship exists between courses found to be most valuable
during training and those found to be most valuable once graduates are employed in
schools. As anonymous student ratings of courses are commonly collected as measures
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of student impressions of the effectiveness of course content and faculty instruction, it
would be feasible to collect this archival information for use in future study.

APPENDIX A
ALUMNI PRACTITIONER SURVEY
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Dear Loyola School Psychology Alumni Practitioners,
My name is Mary Satchwell and I am currently a Doctoral student in School Psychology at Loyola
University of Chicago. I am emailing you because you recently (within the past five years)
completed your graduate training in school psychology at Loyola and I would like to ask you for
your voluntary participation in a research study I am conducting for my Dissertation under the
supervision of Dr. Martie Wynne. The purpose of the study is to explore practitioners’
perspectives of the effectiveness of your graduate training in preparing you for your
professional roles.
Should you decide to participate, you will be asked to complete an on-line survey that is
estimated to take no more than 30 minutes to complete. The survey will ask you about your
employment setting, your view of the coursework, field experiences, assignments and other
aspects of training you received at Loyola, your current role as it relates to the professional
practice of school psychology and the most recent NASP standards, and some demographic
information about yourself.
Confidentiality will be maintained to the degree permitted by the technology used. Your
participation in this online survey involves risks similar to a person’s everyday use of the
Internet. By completing the survey you are agreeing to participate in the research. If you are
interested in participating, please click “I Agree” below.
Once you click this link you will be taken to a secure site to complete the survey. Your IP address
will be suppressed to ensure there is no way you could be personally identified. Only aggregated
data will be reported and a synopsis of the results of the study will be available upon request.
If you have any questions please contact me at marysatchwell@gmail.com. Should you have any
questions about your rights as a research participant, please feel free to contact Loyola
University’s Compliance Manager at (773) 508-2689.
Thank you very much for your participation and for helping me complete my dissertation
research!
I AGREE TO PARCTICIPATE
Sincerely,
Mary S. Satchwell
marysatchwell@gmail.com

I DO NOT AGREE TO PARTICIPATE
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